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1S tnis report or tae Taird Annual Conference for tne Teacalns of
in rgia ccmes to you, plans for the 1975 Conference are already
a Indeed plans tcr next summer's conference pegan with
the s i the 1974

ggestions and comments given by those of vou who at.ended
-

eriaps at tnis point it is appropriate to remind you of the purpose

ure of tnis particulsr conference. The laea of an annual conference
<nodeorgla came trom leaders in tne Georgla Council of Teacners of English

the ar

suring the arn.al hational Council convention in Atlanta in 1970. The
Language Lducation Department of the College of Education, University of
Seorgia, agreed to ‘oint sponsorship and appropriate committees were named.
Jhe Pirst annual Conferance convened in Tuly of 1972, Whatever success
tre conference nas had -- and it has been successful beyond the expecta-
tions of those wno initiated it -- is a result of the active, sincere
Involvement of the participants. And tbis involvement has affirmed the
rigntness of the rationale that nas gulded planning for the conferences
tnds far.

first, the conference should bring togetner a broad spectrum of teachers
and administrators concerned witn tne teaching of reading, English, and

tne language arts. Taus, some sessions should deal witn issues, princi-
ples, and theories pertinent to all levels -- pre-school, elementary, sec-
ondary, and post-secondary. Through the years this effort to promote
discussion among participants wunose points of view and day-to-day tasks
vary widely shculd make it a positive force for improving articulation in
£nglisn curricula throughout the state.

Second, because the majority of those attenaing the conference are
classroom teachers, its program should provide oppertunities for teachers
to talk to teacuers, to share their problems and their successes. Small
group sessions in wnich teachers demonstrate or present innovative mater-
ials or practices arna tnen participate in the ensuing discussion is one

. way of meeting this neea to exchange and extend promising ideas.

Third, for at least one session, the conference should bring in "out-

siders” qualified to discuss the political and social pressures that affect

. the context in whicn we teach. We are doomed to futile discussion, to
talking to ourselves only, unless we actively seek to deepen our own
understanding of socletal pressures and to make "outsiders" more knowledge-
able about our concerns.

Fourth, sirce a major purpose of the conference is to encourage the
exchanging of ideas among participants, the program will not follow the
speaxker-who-lectures-to-attenders model. General sessions will be limited,
leaving much time for small group sessions ana for exploring available

urtaes.  loreovar, tne key speaxer will Le asked to observe and parti-
e in the program throughout the conference and in the final session
a prief evaluative summary of his observations and imprescions.
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r Taese then are the broad guidelines tnat nave shaped the conferences
thus far. It seems to us important taat you understand them and evaluate
this report in light of tnem and that as we work and plan together for
another yedr you decilde what modifications need to be made. Your involve-
ment indicates that you regard this as your conference. It is impor ant
tnat you continue to make it serve vour needs, for as long as It deo ., it
will remain a viable, stimulating experience for those who attend.

Mary J. Tingle
Coordinating Chairman

Emily B. Oregory .
Program Co-Chairman
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. . ~ e . FRENE IR AN T3 r y1r v
RPOTC YU o Lo L o Y o LPEC, ISVCT N ot GRS X S5 U S
TR L L Tty RS eyt Ve v, U B Soat H
Ne Lonrroh TwY, Loltory, bnplich Toarnals nworcsentatch,
. N - Al . * ' N N v
LalloNde JONToe O L racaers 3t onuslisn

cae title, MLnallse in toe JJ's: Prospe tg oand Priorities," is one

) - r
"3t I oplcned several moaths 0. Wnen I sat down and began to work on the
this talx Tow Weexs aio, I began to get rather edpy about it,

urbulent year ot ! 74,  rowover Jid get & start on
2 tle of a panel in whien | participated In recently:
oW w0 You nnow where You Are Solng 1Y Vou Lon't tnow Where You've Been?™
: o nistorical background in the prepara-
e@s. Taking my cue {r iat, I would like to spend
1ernoon oaaring some tuourhts asout where we've bLeen

a

t Is in many respects lanyerous indeel to talk abeou® "prospects and
T 1
i

o
3
o

notne teacnany of Lnplish, particutarly in the pist ten yea“s, befcre
£olng on to the risxler topic of "prospects and priorities.”
cur teacning saoiect, English, is relatively new in the scinools. It
oenly peen an established scnool subject for approximately one hundred

o 14
years, but 1t nas ceen a subiect taat has undergone quita a few "ravolutions"
Istory. Lacn oi t.ese revolutions has bDeen punctuatel by a

rs LATY doCurwal 1or Engiisn teachers to study.

tie Iomittee of wen of the tlational [aucation
e nat was concern:d with college preparation ana tne

lCn petwesn tne S2.0nJddry s.nools ant the collepes. 1n 1917,
si  neaced 1 joint committoe of NIA and N 2TE wnich issued

o
ion of Lnguiss in condary Schosls, @ repost concerned with
Zing Englisa, Dart;:u¢3r1y in tne language preparation of chiluren

s In 1935 we had the so-called "Experience Curriculum," which
ive euucatis wontrivution to tne teacning of English; 1958
Issues Conrerence concerneds witn Sputnik, dan. structure,
iral currizal on, ang sc on.  Ang most recently we had the
Q.
atner tirzicult to assess tue i npac
dn. revo.utions o e scnools. I'm of
took place st upper levels: Jdocuments were issued; a few pecple read the
Locuﬂents; ani! not very muca ap}o'ed in th 100ls as a result., Tor
exampla, tn2 nosic Report argu2i thdt for too long tne colleves liad been
Drescr ibinr books like Julius Caesar anug $ilas !arner as required reading
. for secondary school students. Hosic pointed out tnat these were not es-
pecially appropriate booxs, at least for all high school students, and
r that more liverailze: iiterature curricula be introduced. Yet
fect of tue hosic Feport (4s you know) was it Julius Caesar
iarner and tne classizal canon continued to dominate for at
rore years. Similarly, tne Experience Curriculum nade some
recommendations apout tne so-cailed "social appilcations' of
salng taat Dnglisn was not oﬂicly coneerned with academic
matters, witn college preparation, tnat the teaching of English should be
relatec to "life," as well as to academic preparation. But about all that

ct of eacn of tnese conferences
rall that all too often the revolutions
e

[
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remiinsg o othe i Se 1days 1s a1 occdasional note in
AYATTLAY L oons 0 MNoWw To answar (e telepanne.'

"mooonvi , DOWOVSY, Loal Lue revo.lLlisn Lial We Dave exXperience
CNier st Lonove s o lenliioant o g coaniamens aoly titrorant Tonink

.
OO L wWh Il tuere ave jeel radiodal, pro-s
pralst luotne srnoolz, ant o don't o think

- . v e yee e e . P R . Ciwe $ - 5 . . U, N ooy
2T LT D NOLUULOL ULl W T et Lot L8 a2l L) De eassiy reéversaed.

cooRmDnasiae 1T, Lel e s YOU L. L.dy Ut fasnional.€ hoblacgslia fame
oY ot et uine Lo LooL vy, Tarloa geca . 480, an: some of the practices
VLoWen Soanoin tae o Locdn. o Lnlns a0 Lo oLone when Silas llarner was
stitl rag.ire ! reasing tor all tne stusents in o percent of the nation's
sign sonools.  Thina DAk to lvvd wien the oniy electives offered to kids
Wt CUur3es s ihe Mournallz "fearncon” or a cnoice petween "Business"
Tl Lope=too " iapll 128 1O Live wien tne waum‘bd':r\' reve lu-
. Vil sl covinnine, ~ore several "oritvical'™ questions concern-
PR T G S S R TON o0 LO0OR3 vl oup as well as hardoound
Waso oLt thanaoon riss cope witn the luria covers of
7= Tor - SR URAE SR LRSI Y pe, cour! principals?)  1jos was the year
Loal .inies ?a:c" RTINS tare b1y cartons of paperbackh books up
Lot TLoa. Maney sono~l neir An:. Arror, Michigan, with the thought

TLAT D2riaps yoo coUll adun Alus on nocks ry siving tnem tree access to
Lurge 1.)Jtit;c$ St ?aocrracks. In Ideu the tow people who were bold enough
Lo teacsn U. Salinger called Catcher
Lothe Rye, ng vigorously te the "foul"

i, Morseens . NoTnat oo ‘n Luh tne role of traditional grammar
Wil s irse = : ug wWere goling to summer scnool
LYosearn Low LIersrang the womplexiti I intricarizs of transformational
raTmTal, w answar U2 our languagpe

tadcaing o crnly tilms felng shown in
Lelisn classes

i ~ommarcial preparations with
“lu.es like vsing Lively Acverns or Lifo of Stephe Vincent Binet.

Obviously tnings nave Lhanged, and again I want to empnhasize that I
think tney have cnange: very vicn for tne bettar, o iliustrate this, let
"¢ oSNdre d recent expeorionce.  ALOUT WO W2eas apo, two teacners from a

ve

sonetis cliv nign sonec sing, Mishlipan, came to my otflice selling
4,208 oF poetry. Tnls was @ L0k tnit nait Leen put together by the ninth
r3lers Ln otneir general Lnglisn class, kids at averape or bvelow-average
acility, kiss not nlgniy metivatel,  ne t2a:ners nad started a poetry

Laft wsimg nennetn necn's book, dishes, des, and breams, and had found that
it nas caught on.  [The class hae become excited about poetry, and the poems
that the stulonts wrote were, I thought, extremely good cnes -- sensitive,
power: .. poens, coming from the kids tnemselves. The students had gotten so
excited aLout writing poetry tnat t.aey had pocled tneir runds, raisec 590,
did nal o tne poetry run off at lustys-Frint; now tney were engaging in a
tittle free enterprise, getting tnei: woney tack oy selling the pook arount
tao sitv. I otinoufht tuat was very drpressive, especially conming from
"Luppose iy non-motivated <ils wno supposedly uat "reading hanagicaps,' and
{7 rate me taine pacs t i

attempts to get kids to write poetry. The best

a
L
o my own teacning in Chicagn, approxindtely ten
u e
iis to Write contrivei stuff, laden witn "wviviua"
2
v

T N R L oarcnt owaw Meoooasagne s, tae "ri-sn osreen
srass." [.e poetry was inevitacly rhymes and was really quite maudlin stuff
Wwitn very 4in ecnoes of Worlswortn, nature poetry -- the kinds of things
teacners force voung people to write,

T"e o 1g more 2vilence Lnat Enxlis% .eing well-taught in 7. 1 xeep

is 13
nto teacnars wio, despil L concerns taat we have tor the status
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r society, sty tuaast 1t Is really not all that 2iificult to get
e 1iys. Jtudents may not reald as nuch as we would iike
Pacr-Lase proyrams ona in elective programs, kxids are

Toocal o vore touan tiey used 1o when tney were involved
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Ant tne impact of the mewla a.nos. jgoes witiout saying: Our classrooms
have gained enormcusiy oy the introluction of films, videotapes, slides
tapes anc the like. Tnere is, in lus/-, a kina of general expertise 11dt
didn't exist a Jdecade ago. Inueced the program of this conference provides

evidence of our -- your -- professional expertise. Classroom teachers are
doing the bulk of presentations. This is a conference not dominated Ly

college anc university people, as 1Is toou often the case, but by classroom
tediners who know how to o *aings und are willing to share that expertise
witn otner

To ilxustrate further ny o lence in bnglish teachers in 1974, I would
Like to tell you about a conference we nad in Hichigan about rhree months
ago -- The Gull Lane Englisn Pestival -- which Michigan State conducts for
junior and senior high scnool teachers each year. One of my colleagues,
Justin Kestenbaum of tnhe history department, cime to the conference to
see what English teachers were up tc. :de was very much interested in what
nappened at the conference and wrote a lung report of his observations for
our publication of proceedings. I tnink what Justin Kestenbaum had to say
about English teacners applies not only to the people at that conference
but to English teachers across the country today. He began: "I had heard
of the new Englisn vefore I attendes tne recent Sull Lake English Festival,
but twenty years in nistory-social studies maue me skeptical. Too ofter
the new merely re-pacrage.d the old, and revoluticns failed tc revolutionize.
But it seems to me tnat tnglish is in fact being renewed and that the new
English is inaeel new since it retlects a croative synthesis of the best
thinking about learners, learning, language, English, ana communication.
Curiously, revolutions in history and social studies tend to ba less
broadly based, focusing more on arcane scnolarly ideas, less on learners
and their needs. The keepars ~f tne uew ilame in English are asking tough
gquestions of tneir traditional..y mindeu colleagues, for the new Enplish
is concerned not merely witn tne genteel cultural heritage but with the whole
universe of human discourse. If English is taught in the schools to promote
communicaticn skills, they ask, why not reflect in the clessroom all of the
ways in whicn people communicate, verbal and even non-vertal? [s it pro-
ductive in tne light of our und=rstanaing of language behavior to place the
traditional stress on formal grammar? Why not, in the light of our under-
standing of humanistic or Gestalt psycnology, promote self-actualization
among learners by giving tnem genuine cnoices? And why not in the education
of teachers, supplement courses on Chaucer with adolescent literature? And
Why not oppose proposals for accountability which define learning goals
so narrowly and tragitionally as to diminish the curriculum end those who
teach it? Wiy not broaden the curriculum by including learning activities
aot measurable by traditional behavioral criteria? In short, why not
enrich the Englisn curriculum? I see signs of a new history faintly on the
norizon, put the Englisn people are five years ahead of us."

I think that is an important statement for a number of reasons, not the
least of whicn is that tne schools have teen under enormous attack in recent
years with the result tnat many of our accomplishments have been masked. We
clearly haven't solved all tne problems of teaching English in 1974, but I
think we are also faced with several "counter-revolutionary" forces that will
have to be confronted in coming months and years.

For example, at the present time, it seems to me that the traditional

11
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runlic amilvalence tiwar @ o ltoracy 5 ool is mere pro! lems than ever
vefore. ALcut tne onuy Uing thal nas oot charged since louh is tnat the
pareidls are stil. .pset iy Lo Miilon” Tn Ccatene: in the Yye. Wwe are in
a soclety taat talds very pr oiiy ot its interest in reading. Elaine
aonipgs, ire, o owriter 0 nlliron's 1oobs, Las remirkez: "In America

reading 04s secome a anvnicel activity. We tcelleve in clean underwear,
iresn wno“ milk, an. rca"bg, i tnat ordor, starting at infancy." And
two uytﬂﬂ“s in it supe r”=xk delating which of their :auphters
ate i "aien scncol level”™ Looks 1In prade six.
st i; ey and llteracy.  We have launched
© 3N Aditirat:© et perndps unworhkable program -- tne national
1o fort witl, the yoil ot progucing functional literacy in
33 perzent of our ilult popu;)tion iy lusd. Bul at the same time, censor-
stilp canes are on the rise -- it's not iust Catcher in the Rye but anything
"

Wit nuen fanta

>
on tn? teacher's Looasncelt that Is now {air pame for tne censors. There
i3 wnat continuel parental listrust of hocks and reading; they want us to
teacn tusly Aids to rea:, yet at tie same time, they Jdon't want their kids
te Se put complietely in touch witn all tnat reading offers. Similarly, the
public is vory concerne: atoat no.dingd us accountable for the quality of
2ducation toal we are poting tue cunilaren; at tne same time, tnat public
is Increasinelv reructant to nnd proyrame at quality levels.

‘here are otuer problems.  In otnls evening's session we will Le hearing
about accountasiiity, assessment, ans Lenavioral objectives, so I don't
want to renasn (ne ol argpuments -- or for that matter anticipate any of the
W

arguments and Jiscu.ssion we -ii; e uearing tonight. However, it seems to
me tunat tne wno.e accountdiility/assessment movement has been a distinctly
conservative rerce in tuls country, pernaps as mach because of the Ways

1

in which accountability systems have been lmplemented as with the basic
concept of ac;ouﬁtaull ty itseltr. [Inat is, I think most of us are perfectly
wiiling to be hels "accu.ul for the gquality of education that we are
offering, put the hinis 2! systems tnat nave been imposed on teachers in
state after state, county atter couinty, have been those which focus almost
invariably on miniwa. .-~ills, tie so-called "basics" of English.

in Micnigan, :or loacal 2, our State Department freguently points out
tnat tnere is notniny .: an ac.ountability model tnat prevents people from
writing ang pursuiag so-callel "humanistic" objectives. Teachers, we are
tolyg, do not have to teel limited to teaching nc¢ dng but correct spelling
anc standard Engllisn usage. However, that same State Department has prepared
a detaileu set of performance objectives in the basics, and has conducted
state-wide assessment in basics fer five years. We have yet to see a move
by tne State Department towar: producing the so-called humanistic objectives
that it claims are pcssible uncer an accountabi'ity system. In short, the
vasic thrust of accountability nas peen to reverse our English revolution by
driving us pa:k into teaching practices that most teachers abandoned during
tne past decade. t

Closely linked tc tne accountavility/assessment/basic skills problem is
career education. Tne 1ldea of carver education is a bit like motherhood
and apple pie. Who could re opposed to having kids leave the secondary
schools capable cf getiing a job? liowever, there is, once again, a problem
of implementation. Career education programs have consistenly talked about
ninimal skills and tne filling out of application blanks, ratier than the
broacly paseu xinl of literacy tnat is truly necessary if a person is to
function successfully in eitner a job or socliety.

Many ot tnese trends became tocused for me recently through the action
of one organization: College Entrance Examination 3ocard. The CLEB has
ade a series of decisions and announcements that will be of major concern

12
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to English teachers. First, in vecember, 1973, trne CLEB spontaneously issued
a report which indicated tnat the scores on the Scnolastic Aptitude Test

in this country have declined steadily over tne past ten years. I believe
tne total decline 1. verbal scores has been about forty pocints. Math scores
want through a simiiar Jdecline. The College Board said it wasn't prepared

to ofter any explanation for tnis decline and suggested that there were

many possiole reasons for it. The report attracted a good deal of public
attention, and it seems to me that the CEEB acted in a most irresponsible
fasnion in releasing tnls kinu of information. First, tnere are many reasons
why the SAT scores in tals country mignt have declined. In the first place,
tne Interest of young people in going to college has declined in the past

ten years. Some of you may nave noticed in a recent issue of Time magazine
an article which indicated tnat a number of positions in American colleges
and universities will be unfiiled this year. There will be fewer freshmen
than tanere are places in college. A lot of the kids coming through schools
today have haa big brothers and sisters who attended four years of college,
earned tne coveted BA, and did not find employment as has always been
promised the holder of a collegg—gégree. Can anyone blame the younger
stucents for not peing as competitive about their Board scores?

Mest of us would agree that the Schcolastic Aptitude Test was a bad test
in 1964: It was an inadesquate test of xids' verbal ability, for, at best,
the SAT has snown about a .b correlation with success in college. The test
is not a terribly good indicator of what it purports to do -- telling whether
or not students have aptitude for coliege. The SAT has not changed signi-
ficantly between 1934 and 1974; the same inadeguate test that was being
administered to kids in 1964 is still Leing given young people today. It
seems to me the College Board wolla nave acted mucn more responsibly if,
instead of issuing its report to tne puzliic, it had returned to its drawing
baords to try to develop a test that accurately assesses what we know
students can 4o in English classrooms in 13974,

Yot tne greatest dJdanger in tne College poard's action is that dramatic
announcements of this sort provide a xinu of cheap and easy ammunition for a
pudblic that 1is already down on the schools.

Shortly after the announcement I wrote a letter to the Lansing State
Journal, a paper in our area that has not exactly peen friendly to public
education, pointing out some things I havz just mentioned. I suggested that
teachers certainly cannot ve held accountable on tne basis of a test like
the SAT, especially wnen the test makers themselves -- the people in
Princeton -- can't explain tne results that they are releasing to the public.
I thought that perhaps by naving tnat letter published I could provide a
little support for locai teacners, wno, 1 suspected, would be under attack
as soon as word of the report circulated. I fear that I was naive, for
within a week the following editorial ran in the same newspaper: 'SAT TESTS
A WARNING TO SCHONLS. The news from the Educational Testing Service of
Princeton, N.J., iIs tnat for the past ten years the scores of hign school
students taking the Scholastic Aptitude Test have been in steady decline.

In tne words of at least one reporter, Gene Haeroff of the New York Times,
the Jdecline 'puzzles educators who thought students had been getting smarter.
Yet the puzzling thing is tnat any educator should be puzzled. For too many
yeers, too many elementary and secondary educators have been concentrating
with dubious results on the social adjustment of children in their charge

at the expense of rigorous intellectual exercise. So we have 'social pro-
metions' of cnildren who cannot ada and of children who cannot read. Guch
srcrotions are based on the theory that to hold a child back because of in-
adequate classroom work will brand nim as a failure, thereby reinforcing his
negative self-image. But contrary to doing a child a favor, social promo-
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tions are based on leception whicn will lead the child to greater probiems
later, proslens he will understand when he discovers that he cannot obtain
or hold a job because he 1s illiterate . . . It is not puzzling that SAT
scores are :n decline, tut tne wonder is that in view of the evidence the
public is willing to underwrite an ever more generous funding of public
ot £ arter having poured as much money for as many years into, say,
nizasay prosram, 2ur nation's n
37y

ne ighways wer= in as niserable shape as our
system ol puwiiv eljucation, tie public would be demanding a reappraisal of
the metiios of planning ang suilding roals.” I fincg that last paragraph
especially amusing. It's tne oll teacher-as-cement-mixer metaphor, wnich
assum2s that educating aids is rougnly analogous to pouring concrete.
3ut as if that were nct enough, the CIEB has made a second announcement,

tnat beginning in September, 1974, the verbal and matnematical aptitude
test In tne college boards will be shortened by fifteen minutes each to
inciule room for a mew test in standard English. "It is pitched particu-
larly to tie stulent wnc would lixely need more specialized attention in
tngiish composition," sald Wil Angoff, Executive Director of College
s it will be useg for placement of students

r seiection of students for admission.”
i Englisn, scores for which will be
to be useda by the colleges for
udents. However, the interesting
5e scorad cn a range of 20 to 80
tnat sounds famiiiar? The SAT scores themselves are
el on a scale of 200 to 820, and the pre-SAT is scored on 20 to §0.
the ways of ta-x;nv about ways cof presenting standard English scores,
1S & remarxac Sincizence that once again the Colilege Boara has

read. And I taink it is prejictable that college
i score of 30 on the standard English test
on the verbal aptitude test. 1In short, it
*»st will be used as a way of screening cut
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uncerstanding anc appreciation of dialect studies. "The new test," he
explains, "stresses the principles of the kind of Engiish used in most
newspapers, texthooks, and the like, rather than varieties of the language
cr as so-called "Black English." He adds, "This is the kind of English
at people will simply have to cope with in their education . . . . That

not to say that there shoulan't be other kinds of Cnglish." In short,
e College Boar.i pays lip service to tne notion of dialect differences and
nen proceeds to tell non-standarc speakers they will "simply have to cope.”
you are a spearer of non-standard, you must speak White, middle-class
andard to succeed in college. And the test will be there to enforce it.

The dangers presented by this new test are, it seems to we, even

greater than the announcement of tne SAT score decline, because the feed-
back to teachers from parents will de swift. If students score on the lower
part of the scale in the standarc Englica test, there will be immediate
community pressure td return to t.e teaching of grammar, hard drill in
basics, and intensive teacning of standard Englisn.

"’hy not,"” one mignt say, "be concerned about tasic skills?" Of course
tne public has @ riznt fto L2 concernad about "basics" anl about the quality
of eJucation that its youngsters are being given. But at the same time, an
overwhelming, inarticu.ate cry for "a return to basics," can do some very
aarnful things to us in coming years.

rirst of all, if we are forced to go back to basic skills instruction

-- and py tnat I mean drill in grammar usage, vocabulary, and spelling
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will simply learn by 1980 or 1384 that the return to basics didn't work,

The basic skills approach really has been given a fair trial -- basic skills
have been taught regularly, faithfully, religiously in the schools since
1875 -- and the uirect teacning of skills has never produced significant
changes in kids' ianguage benavior. Even if we return to basics the way
College Board and parents would like us to, we won't produce any significant
changes in now kids use language.

More important, I think, is the erfect this kind of thrust is having
on teacners. Two years ago, we seemed to be at a high point in our pro-
fession. Ther 4as a great deal of excitement, animation, and vigor at
our professional meetings. Today there is a change in tone. Things are
much quieter; there is less enthusiasm, less willingness to talk about
experimentation and new directions. And this is a result, in part, of the
kinds of pressures that are being put on teachers. Generally speaking,
teachers are coping quite well with these pressures. If they are told to
write behavioral objectives, they comply: they sit down and write a batch
of minimum skill objectives, and then continue to teach in broader, more
aumanistic ways. But this is a drain on time and energy. You have a
difficult time developing new elective courses if you must spend your summer
preparing lists cf communications skills objectives that must be turned in
+o the administration. (A middle school in East Lansing, Michigan, recently
put in & carefully designed proposal to the school administration. It wanted
to redo the entire curriculum, starting from the ground up and including
some accountability measures. The teachers were told that there was no
money in the school budget for this kind of curriculum revision. However,
witnin two weeks they were given -- unannounced and unasked for -- a mandate
from the board of education to prepare a minimum communications skills
objectives, and the sum of $3.000 was made available to them for summer time
to work on this project.)

I also find that the pressure to cover skills is forcing teachers into
a kind of shallow ecciecticism, a "hand-to-mouth" teaching which involves
widely divergent principles. One of our babysitters, a junior high student,
recently described a creative writing assignment she received, an assignment
tnat represents a collection of mixed values that at best can be described
as destructive. First, the teacher told the students that it was important
for them to learn to write the short story. An assignment was made for
Wednesday: Everyone will write a rough draft of a short story. Good; we
need creative writing in the schools. But the teacher added that the rough
draft was to be a minimum of 1500 words in length -- I suppose with the
thought peing that the kids wouldn't write long enough stories without
peing coerced. The drafts were collected and two days later were returned
to the students, red-penciled for matters of punctuation, spelling and
grammar, but only on the first page; tne students were to go tarough the
remainder of the draft and discover their own errors. On alternate days,
while the students were revising, the teacher gave vocabulary and standard
English drills. I think the basic motives behind that creative writing
assignment were good, but the teacher was being so pressured by the talk
"sasics" that she nad drifted into dangerous inconsistencies.

I think it is very important that in 1974 we try to regain the kind of
momentum that we have had in the past decade, and it is critical that we
establish some clear priorities tor ourselves and work toward them with the
same kind of vigor that we demonstrated in the past decade.

In thinking along these lines I have been helped personally by the
writing of Alfred North Whitehead whose book, The Aims of Education (1929),
offers I think a very unique and intersting view of the learning process.
Whitehead talks about three stages of intellectual growth: first, a stage
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of romance; second, a stage of precision or discipline; and third, a stage
of generalization. He says that wuen we first start learning about some-
thing, we pursue it with a kind of romance: We are excited about a field;
we frolic in it; we enjoy thinking apout it; we read about it freely,
actively, wilely. But, he suggests, for most people this romance is not
entirely satisfactory. Sooner or later, we decide that we need to know about
tne topic in more disciplined ways, ana we begin to read and study in sy-
stematic and conscious ways to build up our background knowledge. And it is
this discipline, Whitehead argues, that ultimately frees us to a greater
romance, hecause we dJdevelop an information base that offers us a kind of
"informed freedom."

To make that more concrete: You've probably seen cases of this process
operating quite naturally when students are first given super-8 movie
cameras in English class. The first thing they do is to go out and simply
shoot film. They don't know much about the camera; hopefully they haven't
received a great deal of instruction on the "grammar" of film, the structure
of film, cinematic techniques, and so on. They frolic with the camera --
they take some pictures; and they do a silent movie parody; they experiment
with trick photography; and they produce some cute and lively films. But
for most kias this is not enougn, and very soon after that first film comes
bacx, they start asking questions; they want to know more about the camera,
more about the technology of filmmaking. Pretty soon they begin to ask for
a film editor, if there's one available, because they have a large blank
strip or errors in the film, and they don't like it, they want to get rid
of it. In short, thz kids automatically discipline themselves to do
highly intricate wcrk. There are many instances of kids who are "non-
readers,” "non-writ.rs," kids who are behavior problems in school, kids
who allegedly have short attention span, spending thirty to forty hours
preparing a single tnree-minute super-8mm £ilm.

Edgar Friedenburg (The Vanishing Adolescent) has talked about this
phenomenon in adolescents and argues that there is in most adolescents a
kind of "Pride of craftsmanship” -- that is, kids truly like to do things
well. (As English teacners, we may be a bit blind to this because we so
seldom see that sense of craftsmanship demonstrated in our own classes.) But
it we look at the way tne kids discipline themselves in the study of their
own music, the way in which they absorp background information about the
rock groups they enjoy, they way they xnow the "literature" of music backward
and forward, it is clear that they do have # sense of pride in quality.

To shift this discussion to teaching: It seems to me that we have
been in a stage of romance in tne teaching of English during the past ten
years. We have had a romance with a number of teaching concepts. We have
discovered the fact that we can break up the rows and get students into
informal learning patterns. We have discovered the notion of student
choice, realizing that in fact young people can make responsible decisions
about matters that are of concern to them. We've learned that language is
related to experience, and doesn't grow from study of a grammar text. We've
had a romance with the notion of English as process, as a set of activities
rather tiuan a set of knowledges. We've had a romance with paperbacks and
electives and thematic courses and film study and creative drama and
creative writing and a number of other topics.

What we must do in the coming years -- perhaps in the coming decade or so
-- 1s to enter into a stage of "precision," where we synthesize all that we
have discovered in this stage of romance in the past ten years and move on in
new directions to refine the knowledge and skill we have gained.

To illustrate, I would like to talk with you abcut our heaviest romance,
our first starry-eyed love of the past decade: the elective curriculum. It
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seems Lo me that electives have peen one of our greatest success. Kids
demonstravly like electives. (There are even cases on record of Kids sitting
in study hall studying the offerings being given by the English department

and talking animately about what English course they are going to be taking
the tollowing term.) [eachers like electives, because it frees them from the
traditional curriculum, gives them greater freedom to choose their own
material. In many cases faculties whish dian't talk to each other for twenty
or thirty years have nad to g2t togetner if only to decide who is going to
take waat ccurse, Electives have broduced a wezitit of new commercial material
an< they have catalyzed tne papervack revolution.

However, in 1974 many people are oeginning to become a bit disenchanted
witp electives, seeing tnat they are not the cure-all that they once appeared
to de. I would like to recommend two publications that go into these problems
in considerably more detail than I will tnis afternoon: One is George Hillocks'
book, Aiternatives in English: A Critical Appraisal of the Elective Programs
(WCTE, 1372). The second is an article we printed in the April English Journal
Sy dary DuPuls, "Undeceiving and Decision Hdaking: Some Thoughts on Electives
and Mini Courses in English." Both Hillocks and DuPuis detected some very
serious problems with the elective movement. For instance, Hillocks surveyed
seventy-six elective course curriculum guides in his study and found that of
tnese, only five actually includec a rationale for the array of electives that
was being offer~d. That is, in only 5 of 76 cases had the faculty actually
talked througn the guestion of why particular courses were being given at
particular times to particular kids. Tne importance of this is fairly self-
evident: You frequently see in schools today something like a course in
Victorian Lit, being offered side by side with a course in filmmaking --
botn ceing justified as "English" options. Yet at the same time, the faculty
really can't explain why Victorian Lit and filmmaking bel~ong in the same
curriculum. In a related problem, we see a course like science fiction,
everybody's favorite being offered at the junior high level and at several
points in the high school curriculum. So science fiction becomes a staple
cf the curriculum. 1In fact, in some schools, students could go through six
years of Inglish and never read anytning but science fiction. The point is
that as good as SF is, there ougit to ve a'rationale for offering it in
particular ways at particular times to particular kids. Maybe science fiction
belongs in the junior high years; maybe it belongs in the senior high; but
it Is only when it comes to that point of writing some sort of rationale for
a program that we begin to take up those kinds of issues.

Other problems were observed by Hillocks, Phillips, and DuPuis. One is
that despite tne expressed interest of teachers in 'student choice," most of
tne elective course titles that are being presented in the schools are, in
fact, courses *nat sound rather like teacner-designed titles. When quizzed
about what they want to take, most kids put down "reading for pleasure'" as
a first choice, and then cnoose thematic courses -- courses that get into
contemporary issues and problems. However, the course being most frequently
offered in elective programs is none other thaa "The Works of Shakespeare,"
and it is followed very clecsely by courses in the genres -- poetry, fiction,
drama, and the like. Very clearly then, despite the fact that students have
tneir own preferences, in all too many curricula teachers are imposing their
own academic interests on the curriculum which then reflects student cnoice
less tnan we would like to pelieve.

Further, as DuPuis notes, a great many elective courses once instituted
have no stuadent "after-choice"; once tne kids are enrolled in a ten-week
course or a taree-week course, their choices are over. The curriculum is set
by the teacher; tne books are assigned; the assignments are set. Ir effect,
many elective courses pay lip service to the whole notion of giving students
a choice. (And woe be unto the student if he has made a "bad" choice, for
then the teacher is able to say, '"You weren't responsible," or "You didn't
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look through the catdalogue carefully enough."” In no cases is the teacher
forced to say, '"Perhaps the materials I'm offering are irrelevant.'

Both writers noted that many elective courses have hidden tracking systems.
Jespite tne fact elective systems were designed to eliminate teaching, too
often the same kinds of nids wind up in tne same kinds of courses: The students
wao wind up in Phase I electives are always the kids who were in the "remedial
classes In the tracted system. In too many schools one finds teachers reluc-
tant to teach Phase I courses, wanting to teach the Phase V courses, where the
college preps, the honor students, the bright consistently wind up.

There is also a problem in elective programs of aimless course prolifera-
tion. <{ne nigh school in New Jersey now has on record a total of 30l elective
courses -- mini-courses, maxi-courses, and so on. (How they staff these courses
escapes me; I suspect no one has survived in that department to be able to
report how they do the preparations.) Many courses, not legitimately "English,"
wind up in elective programs if development is not a controlled process.

soth Hillocks and DuPuis note that electives scmetimes simply put old wine
in new pottles! Despite the changeover to electives, many teachers continue to
teacn in the same ways that they taught before. They are still concerned
principally with the "content" of literature, not with the literary experience.
They are concerned principally with correctness in composition, not with the
process of composition itself. But because electives change the appearance of
tne school, teachers no longer feel the need to question what they are doing,
and they proceed to teacn "as usual."

I might say that tnese are problems not limited exclusively to the high
school. If one wants to see tne weaknesses of tne elective approach, all one
nas to do is pick up the catalogue of the nearest university. You'll find a
great hodge-podge of courses, many of them, in essence, monuments to pecple's
academic specialty. There are courses that haven't been taught in years, be-
cause the person who taught or developed them is no longer on the campus. You
can tnus see at the college level the effects if departments don't develop
rationales, if they allow the elecuives systen to be an excuse for idiosyn-
cratic teaching that dcesn't relate directly *to students' needs.

We need to raise a good many questions about electives, but we also have
to question for example the whole notion of the course. As someone has said
of Americans: Whenever they discover something new. they start giving a course
in it. We are, in a way, "course crazy." In graduate education classes I often
ask experienced teachers to design a hypothetical, ideal high school. How would
they organize the curriculum? And almost invariably groups begin talking about
what courses tney offer and how they will group the kids. But there are many
alternatives to courses and classes. We could introduce independent study
curricula, small-group/large-group instruction, or experiment with a dozen or
two other patterns. One suggestion I've made (only half facetiously) is that
we should ignore tne whole notion of course titles (because, after all, any
course callea "Victorian Literature," "Science Fiction," or "Poetry'" must,
in the end, be content-centered rather than person-centered). I suggest that
we ought to allow teachers to collect all the books that they have read, or
would like to read, all the magazines that they know, all the activities that
they like to teach and cluster these in workshop centers; then, instead of having
course titles, we would have 'people titles'" -- Mr. Brown's English, Miss Smith's
English -- and the kids would come to the workshop and do the kinds of things
that Mr. Brown and Miss Smith were good at. This might not be workable in the
"real world," but it suggests that we do need to question whether the kinds of
courses tnat we are offering should dalways be centered on the discipline of
English rather than or the people who are giving the courses or taking them.

I also think we need to involve computers to a much greater extent in our
course planning. I'm consistently amazed by the airlines reservations system.
If you want to go, say, from Athens to Lansing, you simply telephone United
Airlines, and within thirty seconds the person on the line can tell you any
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of a Jozen possible tlight combinations between Lansing and Athens. It seems
to me that we could the same kinds of things very easily in our curriculum:
instead of haviug all the courses tne same length, three, six, or nine weeks,

W& COould orfrer a muzn richer variety of cinoices, employing tne computers to

help kids seek out tne best ot all possible learning patterns.

Anotaer area where English teachers have had a romance and need to sharpen
their thinking is in tne uiscussion of "free" and "open" education. This is
an area where peopie vecome inflamel and angry very quickly, and much nonsense
nas been uttered in tne debate over free schools, open schools, and the like.
Typical statements I have heard from time to time: "I tried freedom and it
dian't work." "I am an open teacher, for as an adult, I realize tnat I have
nothing to offer children." (This second teacher must find it difficult to
pick up a paycheck from time to time.) Or tne classic, "If kids knew what they
wanted and needed, there would be no need for schools." I think a lot of this
semantic confusion was creatsd by the so-called romantic critics of education,
people like Jonatnan Kozol, Herbert Kohl, and Joha Holt, when they were writing
in the mid-o0's. They nad a new idea and valia criticism of the schools, and
they wanteld to arouse and anger people. But in many cases they overstated the
whole case -or open =.iucation. You may remember that in The Open Classroom,
Kohl talks about a iteacher wno alan't want to "impose" upon kids, and there-
fore couldn't decide now to set up tne chairs and desks in the classroom.
Should he place tnem up in a circle? Well, there were problems with that,
because that meant that discussion was being "imposed" on the class. Could
nhe line ther up :racing tne vack of the class rather than tne teacher's desk?
No, that toc was anti-autnoritdrian in some ways. So he stacked all the fur-
niture in tne midale of tne classroom, and when the kids came in, he sat back
in stony silence aad did nothing. After tnree or four days the kids decided
to Jo something (perhaps because tuey were weary of standing up); they unstacked
the Jdesks and created tneir own structure, and kohl and the teacher rejoiced in
tneir freedom. It seams to me tnat that was the best misleading example of
what "freedom" is all about, and it uelps to create a kind of animosity many
t2achers encounter wnen tney start to talk about injecting some "freedom" in
their classes. Frequently those who object to freedom are basing tneir ob-
jections on 2xtreme, romantic statements, not on the realities of informal
ecucation. de need to discipline ourselves then, reacting a little bit less
emotionally to statements about freedom and openness, and then concentrate on
discovering ways to inje=ct openness (whatever tnat really means) into our
classes.

For example, it se2ms to me, that all classes are structured in one way or
another. Even "free" classes are structured in their openness. The ultimate
effect of structure ought to be producing kids who are skillful and independent
users of the language. If w. can keep that notion at ths forefront, we can
begin talking much more sensibly about the kinds of freedom, the kinds of
openness, the kinds of Informality or formality that we want to use in the
English classroom.

There are, of course, many ofner priorities for English, and in locoking
through the conference program, it seemed to me that every topic listed there
is a priority area. I simply want to touch on two or tiree addlitlonal areas
that are of particular concern to me.

In the teaching of compcsition, we have had a romance with creative writing
and things like the writing journal. Ten years ago kids hated writing and there
was notning we could do about it; now kids are not as averse to writing--they
nave nad a good experiences or two with the journal; they have written a poem and
gotten some positive response to it. But we need to move beyond that. Many
teachers seem to be stuck at what I call the "wishes-lies-and-dreams" stage.
They have introduced "formula writing" of the sort advocated by Kenneth Koch,
but they haven't reached the point where kids draw on creative writing freely
and naturally, as naturally as they %ﬁ on other forms of writing.
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Similarly, I see a great dichotomy between the philosophy that we use when
we teach creative writing and wnat we do when we turn to traditional expository
writing. In too mauny ucaools, I see xids who have had a good poetry writing
experience plunkea bdackh into wnat is essentially a traditional curriculum of
exposition, focusing on the tormal outline, the topic sentence, the structured
paragraph. I think there are many ways of engaging students in "serious writing"
--going euitorials, scripts, videotape, and the like--which will teach them
the skills of expository writings, without reverting to the kind of traditional
aducation that most of us went through.

In reading, it seems that we have been fairly successful in turning on
a lot of kids through papervack approachies, yet we are still a long way removed
from what many have called the "lifetime reading habit." I want to recomm=nd
anotner essay, one of tne more significant tnat we have published in the English
Journal, "A Proposal for Motivating More Students to Lifetime Reading of
Literature,' by Noma hahn (February Ly74). Mrs. kahn synthesized the work of
2 number of people. She Jiscusses the work of Daniel Fader and the response
approach of people like Allen Purves and James Squirej; she talks about reading
skills, and ways of moving veyond tae hooked-on-books approach to make kids
dependable "coasumers" of literature throughout their lifetime.

I think we also nave to refine much of what we have done in film and redia.
In too many cases, studeunss make one or two or three "groovy" films and never
g0 beyoni tnat. Film in too many classes is nothing more than a novelty, some-
thing that the kids o a few times. Too seldom do we incorporate it fully and
naturally into the flow cf the Englisn class.

Much of what I have been advocating comes down to a single word, one that
also needs semantic analysis, anu tnat is professionalism; for what I am trying
to suggest, in essence, is tnat in coming years we must be professional in
finding ways to assess the falilures and the successes of what we have done in
tne past ten years an: then to mov~ beyond. This kind of spirit was something
that my colleague, Professor Kestenbaum, roted at Gull Lake, and I would like
to quote from him again: '"At tnis meeting I found none of the jaded cynicism
I encounter too often at educaticnal meetings. I found high morals and a sense
of commitment, an eagerness to snare and listen to new ideas and experiences.
The new English seems to enrich rnot only the curriculum but the lives of the
practitioners." And tnat last sentence is one that I take to be especially
important, because wnat xestenbaum nas perceived is that the past ten years of
revolution in English nas done great things for English teachers themselves. I
think that as a profession we are much more alive, much more interesting, much
more fun to talk to tnan we were a decade ago.

This is a key point, I tnink, pecause in the end the priorities that are
established for education in coming years will be established by "the practi-
tioners," by the classroom teachers. The priorities for education will not be
established in nationally constituted committees. They will not be established
by state departments of education (albeit state departments of education would
dearly like to think otnerwise). Tne priorities assuredly will not be esta-
blisned in Washington, D.C. They won't be established in college seminars on
the teaching of English; they won't be established by methods instructors; they
won't be established by pecple lecturing on the topic of establishing priorities.

I'm convinced that we must continue to do what Mr. Kestenbaum called "asking
tough questions.” If we continue to ask tough questions--tough questions about
ourselves as human beings, tough questions about ourselves as teachers and what
we are doing, tougn guestions avout kius, who they are, where they are in the
precoess of becoming, wnat they are doing in our classes. And if we continue
to ask tough questions the priorities that we establish for ourselves will be
good and strong and productive ones. If we continue to talk in these Ways,
despite the difficulty of the times in which we live and teach, I think our
prospects will be very brignt indeed.
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ACCOUNTABILITY, COMPETLLCY-BASLD EDUCATION, AND POLITICS

- Rutn Purnell, Secretary of GCTE, presiding

Ramon Veal, Language Education Department, University
of Georgia, Moderator

Carl Hodges, Executive Secretary of CAE

Joel Formby, Cnhatham County Schools

Lester Soloman, Georgia Department of Education

Moses Norman, Superintendent of Area V, Atlanta

Alva Sanks, tuscogee County Schools

Edmund Martin, Georgia Eaucational Improvement Council

Tne following was excerpted and summarized from the typescript of the
taped program:

Dr. Veal: A forthcoming book from NCTE on Using Standardized Tests in

tnglish begins with the following: "Accountability, accountability, when I

use tne word," says Humpty-Dumpty, "it means just what I choose it to mean,
nothing more and nothing less," and so by implication at least, say state
legislatures, state departmen*ts of education, local becards of educatwc¢n,
school administrations, as well as teachers, when they discuss and think
about finding out about the effectiveness of instruction in schools for which
they are responsible and in which they are involved. Examples abound: from
national assessment, schools being accountable could mean 'riting thrze
paragraphs with fewer tnan three punctuation errors; from state assessment
it might mean a certain percentage of students making a certain score on

the reading test. In some communities it might mean the dropout rate. It
might mean the number of students entering college or the number of teachers
who hold master's degrees. In short, accountability can mean anything,
really, sometimes depending on who is doing the talking. The case is similar
with performance-based education, which can mean that third-graders move

to fourth grade only when certain performance criteria, perhaps on standard-
ized reading tests, are met. It can mean undergraduate teacher preparation
programs. Usually, but not always, characterized by a strong field center;
and it can mean performance certification or recertification. Our phrase
"and politics" that we add into tnis panel's consideration was made when

we were thinking of matters such as accountability, or tenure laws, legis-
lative requirements for certification, like courses in drug education

or exceptionality, funds for material purchase, and of course the state's
comprehensive minimum foundation program. All these issues and more led

us to schedule this panel of individuals who we hope represent different
perspectives on these as well as related lissues. Also while emphasizing
the issues, I C. not mean to imply that accountability, performance-based
education or pol.tics are necessarily bad for education in general cr for
English teaching in particular. I do mean to suggest tnough that these are
matters that teachers of Engiish need to discuss and debate openly, not

only among themselves, tut with others who are involved. To that end, we
have assembled this distinguished group, and perhaps if nothing more we can
pegin to arrive at some common understanding of the meanings of these terms.
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This group assembled represents, I tnink, several Jdifferent perspectives.
Ao avae TWo t2aciers; w2 Lave In2 oxecudtive -ecretery of the Georgia Asso-
ciation cf Educators; we have tne alirector of tne Georgia Educational Im-
provement Council; we have an ared superintendent {rom Atlanta; and we
Jaave a representatlve rrom the state department of education.

n

Cr. Hodges: When I recelved the invitation to appear on this panel and
noted tne toplic, Accountability, Performance-Based Education, and Politics,
I thougnt of all tne things that ur. Veal has pointed out here, tonignt,
ail tne possibilities as you lcok at tnis suvject, and my first reaction
was that I would like to talk about performance-based teacher education

and certifi:ation. I guess pecause we are so engrossed with that subject
right now in GAE. But when I got here tonight and noted that Dr. Solomon
war talking about tnis subject, ana as I talked with Dr. Veal, it occurred
to pothr of us tnat maybe it would be more appropriate for me to talk about
accountability a little bit in general terms, trying to represent GAL,

and I'm not sure that I can do tnat or that anybody can do it, but I will
“ry as best I can to present tne viewpoint of the state association in this
area of accountsbility, very briefly and very informally, if I may.

All of us know tnat within the past decade, the public has become more
concerned about public education than pernaps ever before in the past of
the nistory of our nation. Tnere has been a great deal of criticism of
performance in tne public schools -- and we could talk at length -- but we
Jon't nave time for that, and you know the factors as well as I do. At any
rate, there nas been a great deal of puplic concern in america abcut the
performance of the public schools. It wasn't long before somebody initiated
the thougnt that the primary prooiem was that the scnools aren't accountable,
that teachers and administrators of the public schools aren't accountable,
and tney compared schools witn uusiness and industry, in particular, and
witn government to some extent, and came up with the conclusion that our
pasic problen was that our people weren't accountable -- that schools and
school people in America simply weren't accountable for their performance.
Trere were all kinas of suggestions about the way we ought to solve that
problem, and I'm not going into those either -- ycu know all the things
that have Leen sald.

The profession's reaction, tne reaction of the teaching profession, as
I saw it, was two-pronged. OCne, many elucators sald, Here's an idea that
we might use effectively; nere's an icea that we might use to improve public
education, because, say what you want to, the theory of accountability makes
sense. Wnen I tnink of accountability, I think of being responsible, fully
responsible, for doing what I am supposed to do, a.d therefore I can justify
it perfectly in that kina of context. So a lot of people in education began
to say, here's an idea, a good idea, maybe it is an idea that we can use to
improve public education in America, in our state, .ur local schools, and in
our nation. At any rate, many educators said here's something that we ought
to be looking at.

The second viewpoint cf the professicn was if we aren't careful, here's
something that is going to pe used by somebody to do something to us -- I put
it crudely, but that was the second sort of react’on. They began hearing
peclitical leaders and others talking about tnis concept, blaming teachers,
plaming scnools, talking arout what ou,ht to be done, and frequently making
suggestions for solutions that were totally unacceptable, totally irrational
-- you read them, saw them in the fapers, saw them in magazines. Qur second
reaction was that people are going to try to use this against educators.
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against the schools, and therefore we had better begin defendine ourselves.
Now our association reallv adopted both viewpoints., We felt that if we

could use it to help us, we ourht to do it: but we also felt that we had a
keen responsibility to nrotect the nublic schools and nrotect educators in
our state against those who might use this concent to damage us. So, as
manv of vou remember, we sot busv, We spent a whole vear havins meetings
around the state, conferences involvirg literallv thousands of educators.
Out of these meetings came legislation that we introduced in the Ceneral

Assembly or had introduced in the General Asserblv -- an accountability bill.
Now in all truth, our association never did see anv great reason for having
lepislation in this area excepnt for one nurpose -- to protect the profession

from those who might misuse the concent. Of course it was never passed, and
I don't think anybody in education grieved tco much that it wasn't, because
it fulfilled its function: it at lcast stopped temporarily, and I think
stopped permanently, those people who were beginning to move in on us in
this area and might have done things harmful to the schools of Georgia.

Now let me quicklv point out two concerns, I think, of all of us in
the area of accountabilitv. One is this: Teachers hear the public, politi-
cal leaders and others, say that the wav vou determine whether a teacher per-
forms adeauately is bv product assessment, bv evaluating the pupils' learning.
Right? Now it sounds good. But vou know that there are so manv variables
in this equation other than the abilitv of the teacher, vou just get mired
up and lost when vou begin to try to measure in this area. The Jenks Studv
at Harvard I believe showed that the number one factor in determining whether
a child learns or not is the economic status of his parents, not the abilitv
of the classroom teacher; and so teachers and educators far and wide appre-
hensive when somebody gets up and savs simply, We'll determine whether she
is a good teacher or not by the way the pupils in her classroom perform.
This is our number one concerr in this whole area of performance-based edu-
~ation.

The next concern, and I will stop with this one, is the fact that all
of us know that you can't isolate a classroom teacher and say, '"You, as an
individual, are accountable for the learning of the youngsters in vour room;"
when all of us know that the amount of money spent per pupil, the supplies
that are provided, the amount of supportive services, the homes from which
those youngsters come -- all kinds of factors -- impinge. It is just totally
unreasonable, vou see, that the classroom teacher by herself is going to
accept the total load, the total responsibility for the learning of voungsters
in America.

Mr. Formby: I'' an English teacher in a junior high school. I think that I
will probably reflect the feelings of many teachers concerning accountability
and competency-based education. I have a real fear when someone mentions
accountabilitv, I think of two auestions: accountable for WHAT? and accountable
TO WHOM? And the answers that I have come up with are accountable to state
legislators, and accountable for a body of information, a standardized bodv of
information to be determined by these state legislators. I'm verv fearful of
that. We have to realize that students are individuals. Thev have individual
personalities; thev have different capabilities; they have different environ-
ments; and they have different needs. To trv to have all students statewide
achieve on a common level on some type of standardized body of information is
very unrealistic. It is verv frightening also.

But what about competencv, competent teachers? Most teachers work under
a derpartment head. Department heads work under experienced, competent princirals;
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princirals work under experienced, commetert superintendents; superintendents
work for boards of education; boards of educatjon work for the voters. So
ultimatelv it is the voter who determines whether a teacher is competent or
not, and well they should, but I reallv can't understand how expanding the
bureaucracv that we have is going to improve education.

And what about politics? Well, I have heard some peonle sav that the
state pavs vour salarv, the state has the right to determine what you teach
and how vou teach. This is false. The taxpavers pav my salarv. The parents
of tre students that I teach pav mv salarv, and these are the reorle who
should determine. if anvone, how I teach and what I teach. The students --
individual rersonalities, individual certification, environments, individual
needs -- and the students' parents and the students' teacher, perhans the
students' princinal ~-- these are the penple who should determine the soals,
who should deterrine the rettods, and who €inallv should make the evaluation.

In conclusion, I'1ll sum up what I fecl this wav. I helijeve that indivi-
dual teachers should he responsible to the individual parents for the teachine
of indivicdual students.

Dr. Soloman: "The most immortant influence the school can contribute to the
learning of anv student is the attitudes, skills, knowledese and understanding
of the teacher." That staterment, interestingly enourh, alreadv anbnears in a
piece of lerislation that has passed in a sister state. Now, to trv to rmeet
one of the stinulations Dr. Yeal is talking about within a five-minute neriod,
at least trving to define some terms, as the state of Ceorsia including a
statewide task force and an on-poineg steering cormittee, made un of peonle
broadlv representing, reallv the same interests as represented at this table,
with the inclusion also cf hisher ecucation which is I puess the onlv major
comronent not renresenting the nanel tonifsht. The common definition that has
run through all of the work thus far., including that of the statewide task
force and of the on-poine steering committee, is that competency is defined
as knowledge and skills and attitudgi, and so if we substituted the word

competencv where those three words appeared in this auote, vou'll have a little

better understanding of what competencv reallv means. It would then read,

“The most important influence the school can cortribute to the learning of

anv student is the corpetencies o€ the teacher." ‘'ow this interest and t*is
thrust towards what has become in fReorsia to be reparded as competencv-based
preparation for performance-based certification. A lot of times these words
competencv-based and nerformance-based are used interchanseably, but a deci-
sion has tentativelv been reached that the emnhasis will be on competencv-based
preparation and performance-based certification. It reallv poes all the wav
back to the state's ghort-ranre needs assescrent of 1969 when the word dppeared
as one of the needs to improve teacher comretencies. In 1970 when the Ceorsia
State Board of Education adonted the goals for education in Georsia, which
includes our long-ranpe needs assessment of student outcomes under what we

call our products' goals. Included in the enterprise goal were numerous
statements that pive scme of the basis for part of the developmental work that
we are involved in right now. Included are these statements: “So that all
children. vouths, and adults in feorsia are assured competent professional teachers
and other personnel, state board of education and local school svstems should
provide for the emplovment of competent professional personnel who are trained
and educated in the areas to which thev are assigned, possess knowledge and
understanding of human growth, development, and behavior, are reauired to
demonstrate continuous professional and personal prowth and develonment, and
are able to recopnize the role of professiopals and non-professionals and
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effectivelv use their services to improve the learning process: provide a
continuous review of certification and adjustrent of the certification pro-
cess to license teachers and other professional personnel on the bhasis of
demonstrated comnetencv and abilitv."

In 1972 in the State Department of Fducation, the state superintendent
identified 23 missions for the derartment. Cne of these missions was to
certifv educational rersonnel on the basis of demonstrated comnetencv, and
that same statement presentlv anpears in the 16 nerformance missions of the
Georgia Derartment of Fducation. Put onlv recentlv has there reallv heen anv
effort to try to orerationalize anv of these conceprts. Dr. Martin will he
talking about APFC -- Adecuate Profram for Education in Georgia -- and let
me just mention two of the recommendations that came out of that committee.
One is a recommendation for the establishment of a competencv-based tenure
svstem for teachers. Another recommendat‘on was that all teachers should
serve a 180-dav internship with pay under qualified supervision before re-
ceiving certification.

I have alreadv mentioned the statewide task force. The state board
authorized this task force in the fall of 1972. In the winter and spring
of 1973 the eroup met on a number ofoccasions at two to three dav intervals
at Lake Jackson to formulate what's known as the lones-range plan for compe-
tencv-based nreparation for performance-based certification. This statewide
task force, and let me emphasize made up of a preponderance of people outside
the state department of education, identified competencv-based preparation as
a process which specifies competencies tc be demonstrated bv educational per-
sonnel, makes explicit the perfcrmance criteria to be anplied in assessing
competencies, holds the student accountahle for meeting these criteria, and
holds the institution accountable for helpins the student meet the criteria.

Now with repard to performance-based certification. This is the process
of licensing and/or certifving educational perscnnel who have been assessed
as demonstrating the sets of knowledpes, skills, and attitudes helieved to
be essential in procducing desired student learning and have been assessed as
achievine desired consequences in the area of responsibility. The fortunate
thing that we have in existence right nrow in the state of Ceorgia is that we
don't have a mandate either from a state legislature nor from the state board
of education to implement anv of these kinds of dimensions without the proper
kind of developmental work and we are involved in developmental activities,
trving to actually validate these competencies that are believed to be essen-
tial in facilitatinp learning.

Mr. Norman: We would wish upon occasions of this nature that we had something
really profound to share with a group like this, but as Dr. Veal bas already
indicated, the whole business of accountability and performance-tised teacher
education preparation can be rather nebulous and rather uncertain at times.

If we look at competency-based education preparation for teachers, it has only
one final objective and that is to improve instruction in the schools of the
nation. That ultimately is the ecucational thrust.

People have spoken of this as being an old wine in new bottles: people
have spoken of it as being a rood idea if vou can fipure out what it means:
and a goodly number of othe:r things. One of the things that I have shared
in the literature and some of those of vou who are familiar with and have
copies of the January issue 1974 of Phi Delta Kappa might read that entire
issue that addressed itself to competency-based teacher education. Let me
just indicate a couple of things in terms of the long-range goals and the
immeciate or short-range goals. One of the long-range goals obviously is to |
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increase the instruct:ional deliverv services in all schools in the nation,

We have discovered that one of the inmediate purposes achieved in competency-
based education is that it has brought topether three very important grouns.
It has brought topether those persons who are responsiktle for the teacher
training institutions,it has brought topether teachers themselves, and it

has broupht topether the schools or school systems. You have just heard
alluded here to the fact that throughout the state of CGeorpia we have had
these three entities topether.

If vou are interested in Listorv, let me just share a few th’ .ps with
vou. Where are we headed in terms of competencv-based teacher education and
prenaration? In 1973, Februarv, there was a survev done of the llniced States
schools, and there were 17 states that had riven legislative =p administrative
Support to competencv-based teacher education at that particular time. Fif-
teen states had adooted it as an alternative to the present method of certify-
inp teachers. Then in 1973 also 1200 school svstemrs were circularized with
a questionnaire. Of the 783 that responded, onlv 228 indicated that at that
time thev were not in anv fashion dealing with competency-based teacher educa-
tion preparation. So of the 783 schools some 65 nmercent are very viporously
working toward competencv-based preparation. Ir 1974 Alfred Vilson and
William Curtis did a survev of the chief state school officers of all 50 states,
and at that particular time thev found that ten states had mandated this and
that Tennessee had done it for administrators but not for teachers, so we
are moving in that particular direction.

You might be interested to know that it will take roughly ten vears from
the time we start verv seriously workine toward building a competencv-based
teacher education thrust until it can be reasonably well implemented. I'm
Foing to tell you whyv. Because there're four basic things that must be taken
into consideration in terms of competency-based teacher nrenaration. One of
them has alreadv been alluded to: a tentative, with ermnhasis on the tentative,
2 tentative comnetencv jdentification. What are the competencies thrat a
teacher ought to be able to demonstrate? The Universitv of Georgia in concert
with a #00dly number of other arencies, developed atout four or five vears ago
-- and is still working on it, a nlan that thev call CGEM, a Georgia Fducation
Yodel. We are now usine GEM in the Atlanta svstem. After competencies are ten-
tativelv identified, the second phase is to focus on the training of p>rsonnel
so thev can demonstrate those competencies, and here we po with the pre-service
as well as the in-service proprams. The third i1s an assessment of the degree
of masterv of these competencies by staff. And then fourthlv, these competen-
cies must be validated in relationship te how well the students have performed,
have grown, have accomplished those things that we call the affective areas,
cognitive areas, and the psvchomotor areas: and that continues -- it is cvclical.
It continues to go, and it ccntinues to po, and it continues to fo. One of tha
things we have discovered is that Competencv-based teacher education can't
be put into operation right now. First of all, in tooling up zor competency-
based teacher preparation we need to give attention to at least five thinrgs:
tentative competency identification, a plan for tooling up the staff to real
with these competencies, instructional materials that will allow us to tool
up, a system of management so that we can monitor students as thev flow through
the various programs, fifthly, we must have a plan for research. I guess this
1s one of the weakest areas: we really have not used research methods as well
as we should have, to find out before the end of a cvcle whether it is working
or not. Accountabilitv reallvy means basicallv one thing, in three parts probably:
Do we know what we are supposed to be doinp? Do we know how we are uXpected to
do it? Will we know if we did it well or not after we have done it? And compe-
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tencv-based teacher education will allow us to fet a little closer to answer-
ing these questions than we are at this point.

Mrs. Sanks: As I sat and listened to the peonle that came before me, I've
chenged mv subject each time. Whether we want to admit it or not, we might

as well face it, accountabilitv is here. !Mow it affects us will depend upon
us. What do we want it to be? ¥hat do we want it to mean? Will it mean that
simply vou will will foliow a prescrilbed set of objectives handed down from
perhaps the state legislature or the state hoard? Or will it mean that vou
will be able to use your creativitv in *the classroom with no fear of beine
weeded out because what vou do does not follow the prescribed set of objectives?
These are things that we are foing to have to think about. I did some research
and I found that there were several programs which have been instiiuted in

some states. Some svstems favor the voucher plan -- the parent is riven a
voucher for an amount of monev for his child. Then be rets to choose which
school his c¢hild will @o to. Nnce he places his child in that school, if

he finds that this is not the school whewe his child shtould be, the scrtool is
rnot improved, the narent simply roves his child arain. There is another

nlan which allows a contractor to >id on schools. In other words, svystems
contract for ohjectives. Thus, if vou don't come unp to the objectives, then
vou don't sget nmaid. Now is this what vou want accountabilitv to mean?

Accountabilitv can work. As I sat here before the nrogram started, one
ladv said to me, "You don't know what accountabilitv is."” I said, "I nrobablv
don't, but do vou?" She said, "I am accountable, T've alwavs felt that I was
accountable.” Now does vour accountabilitv mean .hat for fiftv or fiftv-five
minutes vou are simplv accountatle to that child or to that system? Or does
your accountabilitv ¢o wherever that child gpoes, wherever heln is neecded for
that child? This is accountabilitv.

Who is roing to hold us accountable? How will thev measure our accounta-
bility? A Gallup Poll found that vhile most teachers were apainst it, those
that were opposed were stronglv opposed, and those that were for it were strongly
for it. There are many pros and cons for accountabilitv. For one thing, with
a set of objectives the teacher would know exactlv what he or she had to do.
But suppose I have different children. Do I still imnose these objectives on
these children simplv because they have been handed down? Performance-based
education can work, but as someone else previously stated, there has to be a
period of training all around. I think it will take a while. After a DProfram
has been imnlemented it will fipallv rest on the local board, the local system,
to make adjustments for each particular community, and local neecs.

Dr. Martin: To be last and to change what I was goinpg to say six times alreadv,
I'm as anxious as vou to hear what I really planned to sav. One spreaker men-
tioned that he had two fears about accountabilitv -- for what is the teacher
accountable, and to whom. I would add a third fear. I think that the last
speaker indicated that the concept of accountability most ¢~ us can accept,

but then the third fear that I would add to the two that were mentioned is

by what instrument will I be measured -- in order that someone would not judge
me in arbitrary means or bv some standard over which I have no control.

Dr. Veal mentioned a number of definitions on wavs that certain people
could be accountable. When I was superintendent of the schools in Georsia, a
person from Philadelphia that had moved into our community, a former chairman
of the board of education in Pennsylvania, said to me that he did not see why
the educational profession could not be accountable if industrvy was held
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accountable: I said to him, "You have a child in our school. Would vou name
the best teacher?" Ancd he named his little girl's teacher. I was shocked.

I went to the princinal and at that particular time we had six teachers in
that particular prade in one building, and I said to him, "Will you tell me
without it poinp further than this whom vou consider the very pocrest teacher
in the certain prade." And he told me this particular teacher -- the very worst
one was the one the man thought was the best. T said to him will you tell me
the verv worst teacher in vour building -- about twentv-four teachers. This
teacher was named again. I went to a friend of hers, a colleague, and I said
would you tell me in vour building the teacher that vou consider the verv
roorest -- the same teacher. So I started trving to find out why the dad was
so pleased, and so I add two to Dr. Veal's list. One, the child went to the
right church in Cartersville. The other one, the child made all A's for the
first time in her life. I do not want an instrument of that tyve of judge

mv future in education in this state, and vet I am for the concept.

For the next two or three minutes I would like to concentrate on the poli-
tics of education. So often in education we think pclitics is a dirty word and
we should not become involved. Januarv of next vear, 1975, we will move from
what is now known as MFPEL or Senate Rill 180 to the Adequate Profram for
Ecucation or APEG, Senate Bill 672. I hopre vou will pet a copy of this bill.
It's 70 rares long, divided into ten rarts, 7€ sections. Section 50 of the
bili deals with competencv-based teacher pertormance, and Section 51 with
evaluation. I think vou need to read both of these sections. I think vou
neec to read the btill in its entiretv. ™arv things in this bill can move
Ceorgia forward verv ranidlv. Thirtv-seven states now have kindergarten in
sore form. (eorpia was the last state to start the twelfth srade, and I'm
fearful that we will he the last state to implement kindergarten nnless we
begin as teachers to become moliticallv concious. There are candidates in
the state of feorcia at this time who sav that it is s» simple te implement
kindergarten, all vou have to do is cut off the 12th grade and start kinder-
psarten. It is not so simple, but believe vou me, this could haopen if vou
think that politics is dirtv.

In Georgia we have been holding back so often in manv things -- pupnil to
teacher ratio in our state, career educatisg} our comrensatorv education, which
we are doirg nothing about. All the thines that could move us forward are in-
cluded in three publications I'd like for vou to know: (1) APEG. Adeauate
Program of Education in %Georsia: The total studv was developed last vear; The
Pecommendations of APEG -- there are 147 of these, if vou want to just put
these in the hands of certain leaders in your communitv: and finallv the ones
of vou that reallv want to know what we will be doing in public schools of
this state K-12 in cne vear from now, ask for a cony of (3) Senate Bill 672,
and read the sections that vou want. Then finallv mav I sav that as we look
forward to the improvement of education vou need to allow peonrle to know what
vou want. After vou read this bill, piease sav to the member of the feneral
Assembly representing you that you believe Georgia should do these things to
improve its educational system. We hesitate as teachers to do this. T re-
member when I was a principal in a Georgia school, I belonsed to a verv small
church. Everv vear we had to take a church census. Have vou gone throurh
that? And evervone in the comrunity knew who vou were, thev knew vour age,
whether vou wanted them to know it or not, and to what church vou belonged.
But we had tc po and see apain -- vou know go into the home and ask vou all
these questions. And being a school person, I felt I had to perform the dutv,
and T found mvsalf praying as I walked up to the front door that thev wouldn't
be at home. I think vou do the same things when vou go to the legislators,
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an? T thin¥ we are rcinr tc ~ave %o cc now and sav to ther, "If vou exrect
us to he accountarle, sive us the toecls that ttis =i:il provides and we will
do the icdh vou want donme.”

. Fror the t—rpescrint of the tared ~iscussicn that
followed the panel presentations, the foliowine cuestions
and answers were excerpted (ancd edited):

7, we have near¢ a lot atout the gecals of education in Teorgia. kno works
out these goals”

A. Jne answer: Tne State Jepartront of Lducation.
Another: 4 corriitee comrosed of neonie frorm various walks of life --
two college professors, a nousewife, two rinisters, etc. This cor-
mittee went arounc the state nolding hearings, reeting with peorle,
getting derograpric data c¢f cermorranhic data fror communities that
were geographicallv siriiar, peosrarhicallv Zdifferent, economically
similar, econoricallv differernt, raciallv similar, raciallv different,
ané asxing those indivicuals what are the kinds of trines trnat vou
think vou would like tc see vour childrer he ahle to do tv the time
thev have gotten out of scpoci? Wnat are tne rinds of attituces, the
kinds of concepts, tne xinds of percenticns <o vou thirnk thev ought
to have tv the tire tnevy get out? And this went on for a period of
time and then we askec peorie wno were scholars in the areas -- psvcho-
iogv, socioiosv, firnance, et cetera, askec¢ ther to present position
narers. So it was from the srass-root particination, this group came
up with the procduct rozis. 7That was the process that was used in
coming up with these tentative goals ‘or education in Georgia that
was published in '7C.

N, Were classroor teachers involved?

A. Yes. There were clascroor teachers on the task force committee. In
addition to that, vou will reca:il that the task force did have hearines
around the state . . . . I [Cr. ¥odres] attended two or three of them,
and at the ones I attendes we had manv, manv classroom teachers there.

n, 1 wonder how rarv here rave ever read thre rosls for education in Ceorgia.
Is it avallatie?

A. “p. Solomon: VYes. The Npals for FAuratien in feorsia has been renrinted
[(and is available from the Grate "epartment of Fcducation].

Another: A preat deal of effort cid so into this statement of goals,
ané it was adorted bv the state hoarc. It was a first step In the
develorrent of the ten vear nlan for education in feerria that is
given in APTC: Adeguate Program for Fducation in Ceorsia, pukhlished
in December of 1973. —

E i%:‘ 0. How far along are we in implementing the plan?
» 4
RI 29
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Mr. Solomon: Develoning the statement of poals reallv was just the
first phase of what was called the Georgia Assessment Project and
through an assessment effort headed bv Dr. Rav Swargert in the citv
of Atlanta the development of behavioral obiectives for all of the
major poal areas has been completed. We are in the process now of
moviig to the development of criterion reference versus norm refer-
ence instruments to actuallv measure the objectives that are related
to the Coals for Education in Georgia. The objectives have been com-
pleted, and the instrumentation is now in process. When this is
available during this next year, we will hope actuallv to start
moving this kind of instrumentation into our statewide testing pro-
Aram as opposed to the norm reference kinds of instruments that we
now have. If we do have the criterion reference it is foing to be -
much more useful for diagnostic work, and it is also goins to be related

more directlv tc goals for Ceorgia and to instructional processes in

our schools.

Dr. Hodpes: We have another project soing in Georgia that ought to
concern vou people tremendouslv. I hope it does, and I think it will.
Let me talk about it. We are in the process right now of beginning

to revise the curriculum framework for Georgia schools. Now it seems
to me a matter of logic that out of the goals ought to grow the curri-
culum framework, the curriculum puidelines -- that ought to be the

next step. You first determine what your goals are and then vou
determine what vour curriculum is goins to look like in broad fenerali-
ties. I'm privileged to serve on the steering committee of this pro-
ject, representing GAE. Now the tremendouslv significant thing about
this is that the state department of education sav thev are committed,
and I think thev are, to grounding or basing all deciiions on Georgia
schools in the curriculum. In the poals, of course, that's basic,

but that everv decision about a building, about the training of a
teacher, about supplies, equipment, administration, or everything else,
ought to come out of the curriculum. Now the state departments sav
that from now on this is going to be the wav we operate in Georgia,
that we are going to develop the curriculum that we need for our schools
and out of that will come the other decisions.

¥r. Solomon: Well, we are at the point where we do have a contract with
ETS at the fourth and eighth grade in areas of communication and reading
and career development. I'm sure that all of vou in this room must be
aware of the state survev that was ccnducted with regard to those object-
ives and we are in the process of starting that work with national eval-
uative svstems on criterion reference tests for the seventeen-year-olds
which is tied to the Atlanta Assessment Project which is tied to the
Georgia assessment effort, but embodied in all of this so I think the
thrust of vour aquestion is that vou reallv do work with tests anc mea-
surements organizations, but vou build in a constant review process of
Ceorgia educators and as we get further down the line with regards, sav,
to the communications instrument for the 17 vear-olds, rany, if not most
of you in this room, will be involved in that review process.

What about teacher -- and parent -- involvement? Ve are the ones directlv
involved. Ve are the ones responsible for what happens.
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A. Dr. Hodpes: There is a tremendously important consideration here that
bothers me some. It seems to me that we ought to draw a line, though
it is difficult to draw, but we nevertheless ought to draw a line be-
tween the public's responsibility and the profession's responsibility,
If we don't, the public moves in on our area of responsibilitv and does
it in a hurry; and so I'd like *to draw lines. It seems to me that the
line ought to be drawn somewhere between poals and putting them into
practice, that really it is the public's responsibility to determine the
roals of our schocls -- this isn't a professional responsibility, I
understand you, and I agree with you totallv, that professionals could
help with it, but nevertheless, basically the matter of determining the
foals of Georgia schools is not a professional responsibility: it is a
public responsibilitv. After the public determines what they want us
to do, then they ought to leave us alone as professionals to get the
job done. It does seem important that we draw lines between the public
responsibility and the professional responsibilitv,

Yr, Solomen: And that has been an underlying assumption in our work
thus far. The establishment of goals for education in Ceorgia was

based off a societal examination and by the representative leaders

of society. As the effort continued, we moved into the objectives.

When Dr. Swargert came in, he felt that it was very important to run
some Delphi Studies, and so separate Delphi Studies in terms of veri-
fving the goals were conducted with community leaders, with educators,
with predominantly teachers, and with students. So we did have those
separate Delphis, but Dr. Hodges' underlying assumption to all of this
was exactly the way it was approached -- and as our teacher from Savannah
has articulated, soal-setting is the nrovince of the public and then the
determination of the actual objectives and the assessment procedures

and instructional activities is the function of the professional.
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Sroup Sessions:

Tnese orier reporis <o nst aldeguately reflect tne quality of the pre-
sentations or of the wiscussisus taat followed. tlowever, pernaps tiey,
wota tne reading Lists, woll oive some dea of tne scope of tne conlercune
LYoZrar.

—.  3Tuonlil-CENLTLaLo LANSUALGE STULY
Presenters: darcia Mana, Forsyta County Schools
. Rosemary Umpledy, reene County Scinools

llarcra lann presented e studsnt-centered approacn tu book reports.
3a¢ sals, "It Is possiole to replace tne LCOOK report with a series of student-
cortérel activities tnat will achieve tne above mentioned goals (under-
staniing of tneme, appreciation of style and familiarity with character
eve_opment). Lnitiaily activities are vest contained within the abstraction
.eve.s of recordinp and reporting witn some generalization. Practice cn
tnese levels anapies future competence in ine more Jdifficult abstractive
srocecures of critical juzement. She tnen showed work produced by uer
s5T.:2nts,.

Roserary Umpleby gave a pressitation on the Language Experience
approaci to .anzuage study. Sne said tnat eacn of the student-centered
languags activities must nave a practical purpose in the student's eyes,
Jevilop from or dras on tne student's experience, and use the student's

~aaguage. She th
variety and indiv

en gave examples of tals approach, demonstrating the
iduality of students' responses.

Suggested Readlings:

surrows, Alvina, et ai. ‘lew Horizons in the Language Arts. New York:
tiarper and Rew, Publishers, 13972.

cless, A.b. The EIxcitement of Writing. London: Cnatto and Windus, 1965.

nocn, nenneth. Wishes, Lies and Ureams, Teaching Children to Write Poetry.
Yew fork: Rancom fouse, Inc., 1°70.

Jdcrorie, xen. Uptaught. New Yorx: dayden Book Company, Inc., 1970.

Moffett, James. Teaching the Jniverse of Discourse. Boston: Hougr*on

“ifflin Com

Yatvin, Joanne.
Classroom."

O
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aings Ain't Tne way Tney Used To Be In The Englisn
Englisn Journal; 60, 11 (nov. 1971), pp. 1080-45.
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ITY, ND COMPOSITION

- arke County Scnools

Cheryl Crawtord, Jekalb County Schnools
b4

U
o
v

brief introduction regarding

Tne presentation by frs. Wolls included a
a i 2mentary classroom. Mrs.©
s

- . s
Ol2 2 Cred®lve writing

42118 stresse. tne Impirtance of varled activities drawing upon many
Sources. oL Lealeves tnat onlliren sinould be allowed to express tnemselves
witnout fear of criticism. Tue intrcuuction was followed by a description
and examples of various ways ot maxing book reports, children's poetry
Ariting, seasonal creative writing topics, papers expressing negative
reelings, ine use of tae newspaper, idioms, and class booklets. Language
Arts learala centers cevelopea oy the speaker were ulsolayed with a brief
explanation. YFinally, tnere was a presentation of a primary classroom's

e composition relevant.

scrapbooss tnat mad
ciery. Jrawfcra segan wiun a Jefinition of composition: Having
sometning to sdy to someone and finding a way to reify it. Composition
inclides cral, visual, ang written sym . The steps in ccmposition are
<]

r
O
b
n

g
fiuency, control, an. effectivenass. Tne methods she suggested include:
pre-writing Jdiscussion, warm-up activity, individual conferences, multi-
media appraocn, inciviiual folders, time for revision, peer evaluation,
anl creative reader's theater. Tae projects she discussed included:
newspdapers, poelry notenooxs, dramatic monologue, poetry illustration,
cories, improvisation, story pook, collages ang journals.

Asnley, Rosalind Minor Successtul Tecnniques for Teacning Elementary

sanguage Arts. Parxer Punlisning Co., Inc.

Cre:er, J.d. Patrick. gSense anc Sensitivity. London: University of
- onson Press, Ltu., 1965,

balgon, Artaurs write On! Calcago:  ilarcourt Brace Jovanovicn, Inc., 12372.

Jixon, Johin. Growtn Tarougn Lngiisn.  Reading, Lngland: 1967, pp. 1-31.

la. Writing As A Process of Discovery.
ss, i971.

enxinscn, Edward B. and D
2loomington:  Inal

focn, fenneta. Wisaies, Lies, ana Dreams. lew York: Random House, 1970.
Adorgan, fred. Here anda Now II. Chlcago: Harcourt Brace Jovanovich, Inc.,
1372,

, dary E., Sr., Harguerite Rose, and Esther Snumaker. Spice.
Stevensville, Micn.: wnaucational Service, Inc., 1970.

v

Creative Learning anc

Teaculng. New
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3. PURLIC COMMUNICATINY: TPE PHETORIC OF NOW LITFPATURF

Presenters: Matthew Morrison, Universitv of Ceorgia
John ['loodworth, !niversitv of reorria

The Phetoric of Now literature: The Coric TFooks (summarv) -- Matthew Morrisen

Ancient Creece had lerculers
Yodern America has “umermar.

Since the advent of Surerman in 1928, the coric hooks of each decade
rave mirrored the culture ané values of our sociaty.

Todav, we see that heroes, even thre flawed and aronizine “umerheroes
cf the sixties who were involved in solvine our social and nmolitical ills,
de not reallv exist in anv world.

formic books in the seventies seem to have lost helief in themselves
and in their creations. Penlacine the Superkero in the seventics is a
nev ¥ind of '"hero," -- the svrmathetic ronster, Marvel's “an-Thine cannot
think: all he can do is sensc. like other heroes of this tune, he does
nct reallv understand the thines that are banmenine around hipr.

The best of the Now Literature, such as Marvel Comics, is twerticth-
centurv mvthology and their artists this peneration'e Hoper.

Music as Fxpression {surmarv) -- John Floodworth

The rhetoric of the ererrine vouth counterculture was diccussed by
Yr. Ploodworth, with emrrasis placed on a nrimarv form of communication
tedav -- music., The sones of the sixties and seventies were representad
as the handles for an anxious and alienated sector cf the American ropula-
tion to comrunicate their thouphts, their roals ané desires, and their
hopes for a restructurec life stvle and a chansed world.

The discussion following the presentations centered around three
cuestions: 1) How to use these technicues when others in the school
obiect: 2) Mow to justifv these as "classroom activities": and 3) I'ow to
ret students to know (backerocund) what the "messase" is.

Surrested Peadings:

Dixon, .Tohn. Ffrowth Throush Enelish, Reading, Fneland: 1987, pn, 1-13,

Lurcff, Dick and Don Thorpson. All ;2 Color for a Dime. Ace Rooks, praner,
1970,

Marve{ and EE Comics, 1966-1974,

Perrv, Ceorse and Alan Aléridre. The Penpuin Fock o Corics, Pevised ed,
Penpuin Books, 1971.

Poszak, Theodore. The Vaking of a Counter-Culture. Oar-den Citv: Poubledav,
1969,
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b. READING ALC Tnbd LANAUASL ARTS PROCGRAM
Presenters: C(arol larcin, calrke County Scacols
Anita 7. ireene, Atlanta City Scnools

2l a report (describing tae use of read-aloud
T ot tho lanauege arts program for primary grade
s:znoor in Clarke County. Purposes for including
rarramn in the language arts curriculum were discussed and slides
te
u

w oo
[ i B
0

=

%

o

¢ various aspects of the program. The follow-
d stories were uemonstrated by a display of

w

Cnimoers, Jewey. Jiterature for Cniluren:y Storytelliing and Creative Drama.
swoujde, Iowa:r  am. . nrown Jompaay, ld7u.

Jullinan, Beraize. Literature for Cnildren: Its liscipline and Content.
dubuque, Iowa: wn. C. Brown Company, 1971.

duck, Cnarlotte. "Strategizss for Improving Incerest and Appreciation in
Literature." Pp. 203-210 in Paul C. Burns and neo M. Schell (eds.)
Elementary Scnool Language Arts: Selected Readings. Chicago: Rand
denally ane Company, 1373.

Montepello, Mary. Literature for Cnhiluren: Children's Literature in the
Curriculum. Dubuque, Iowa: Wm. C. Brown Compénv, 1872.
Ranta, Taima. "Literature for Children in a Culturally Diverse Society."
P; 220-227 in Paul C. Burns and Leo M. Schell (ec.), Elementary
aool Language Arts: Selected Readings. Chicago: Rand McNally

and Company, 1373.

Anita Green presented a program for tne secondary sc.aool. She said
taat tae two types of communication shills whicn should concern every
secondary Englisn teacner are receptive communication skills which involve
listening and reading ana expressive ssnills whizn include speaking and
writing. Tne language arts sxills are ultimately dependent upon one another.
Listening and speaking are tne child's basic means of communication ia his pre-
scnool years. With the cnild's paslc language as a foundation, the school
provides experiences walcn uroaden language usage. The child's listening
an. speakxing vocabulary 1s used to zevelop & reaaing vocabulary; whereas
the cnild's listening skhills are refined to utilize auditory discrimination
as a basis for pnonetic analysis in reacing. As the child's reading ability
develops, he uses reading ana speaking skills as a foundation for writing.
Thus, these practices recognize interrelations among the four language arts:
listening, speaxing, rea:inz, and writing. A1l in all, the language is
tne same, only tne mecia for communicetlion are uifferent.

Saggested Readings:

3 , fva, an: %uy L. Bond. Levelopmental Reaaing in high School. New
Vork:  Tne Macmil.lan Jo., L44l.

nasselriis, Peter. '"Reading in Literature: ZStudent Involvement Is Just
the Beginning," Reaz1ing in tie Content Area. ERIC/CRIER IRA Mono-
grapn 3erles, 1372, 31-74.

.L"

“erbert, Harold L. Teacning Reading in Content Areas. Lnglewood Cliffs:
Prentice-tall, Inc., 1870.
Hosier, Max, and Guy Wagerner. Reading Games. Darien: Teachers Publishing

Corp., 1900.
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rarlin, Ropert. '"wWnat Does Researca in Reading Reveal -- About Xeading and
¢ :igh Scnool Stuzent?"  English Journal, 58, 3(March 1969), 368-95.
darasnebrel, Ned. o. retter Reading in the Secondary School. New York:

I'ne Ronald Press Co., l9vo.

Rauch, Sidney J. and H. alan Rebinson. Guiding the keading Program.
Chicago: 3cience Researcn Associates, Inc., 1965.

V. The Reading Process. uubuque: Wm. C. Brown Company

iers, 1970.

on on the tnglish Curriculum of the National Council of Teachers
lisn. The English Language Arts in the Secondary School.
on-lentury-Crofts, Inc., 1956,

5. REMECDIAL AND DEVELOPMENTAL READING PROGRAMS
Presenters: frances Reed, Hall County Schools
Jane hesler, Hall County Scnools
Marcelyn Hooks, Mcbuffie County Scnools

irances Reed ana Jane nesler, using transparencies, slides and tapes,
ined a program in reading that nas evolved at Johnson High, Hall

v, witnout federal or state funds but with local administrative support
J voluntary community materials and resources help. In the course the
communications laboratory approacn is used; instruction is individualized.
The course was initiated for students reading below grade level; however,
because the method has proven so helpful in improving reading skills,

plans are being made to provide a developmental reading improvement course
as an elective.

Marcelyn Hobbs gave an excellent and comprehensive report of a Title
I Znylisn-Reading Rotation Program in McDuffie County. This program,
wnicn Wrs. Hobbs nas worked with and helped shape and direct over a period
of several years, has been recognized nationally for its effectiveness and
tor its organizational excellence. In her presentation, Mrs. Hobbs used
slides, transparencies, statistical data, and samples of student work.

Both presentations were well received. Audience interest and involve-
ment were high. The questicns from the audience were concerned with the
practical, procedural details that seemed crucial to the success of both
programs.

i

See Readings under #u and #18.
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P YERTA COMMINTOATTAY . COMPARITION Y A NFW ¥FV

Presenters: Pat Mannine, %alton Mounte Qchpels
fail Avres, Cracuate “tudent, University of Ceoreia
Fave Phillips, Cra‘tuate Student, l'niversitvy of Ceorria

Pat Marnine explainec how a proup of students in her composition
classes nroduced a Super-8 “ovie for less than SS6.00. The rovie was
based on faki's "The Interloncre.” fhe said that even thoqe teachers
whe Xnow nothine abcut filming can te successful if thev follow a list
of sters she nresentec.

Cail Avres and Fave Phillinn rresented stucdert and teacher rade
viruals for comrunication ard cornositior. Mapv of their {ceas vere “or
clerentarv students, but thev coulcd e adanted for sSunier hirh anc serijor
hish students. Core of the exarrles of the raterials ircluce: 1) trans-
rarencies of studerts' poems: 2) books for poers: 2) feel box: L) see chest --
a collection of pictures for composition: 5) purrets to aid self-e¥pression;
anc 6) a slide and tape nrescntation.

Alrmost all members of the frour reacted with intense interest and
enthusiasm: some asked auestions about a rationale for film-rmaling in an
Fnrlish Class. The seneral attitude of the crou~ was one of sharing
rnew and excitine media technimuee.

Surpested Peacines:

"rown, et. al. Audio Visual Tnstructions: Materials and Yethods. Vew
York  Mefraw-ET11,

Farke. Jeannette J. 'Filrmaking -- Some Ixperiences with the ~iftel."
English Jeurpal; 60, J (Jan. 1971),np. 1721-195,

leTelt, Carol. '"Lanpuage, Yeaning, and the Nlessroo=." Tnalish Journal,
62, 7 (October 1973), ppr. 983-392,

Yedia and Methods (monthly). Philacdelnhia: VMorth American Publishing Comnany.

C'Xeefe, Patrick A. '"The “oviae's the “essare!" TI'nplish Journal, €0, 7 .
(Oct. 1971), po. 957-954,

Planring and Producing Aufiovisual Yaterials. Jerrold ¥, ¥erp (ed.)
ed. Scranton: Chandler Publishine Co., 19618,

, 2né

Purvis, Alen. Fow Porcupines Make T.ove: A Pesponse-Centered Curriculur,
lexinpton, Massachusettc: Yerox Collere Pyblishing, 1G77.

Yestbrook, Leon. "Input: A communication Fxperience." Tnglish Journal,
57, 7 (Nctober 1973), pn. 100u-jonT,

(See Peadings under #a gng £21)
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7. IVPRQVISED DRAMA: A WAV OF CPOUTMN
Presenters: .Tane Nuinn, !Niversitv of feoreria
Retsy Acheson. Universitv of reorria

Jare fuinn rave a- brief introduction to irmrovisatior in drara; than
twelve of her drama students deronstrated ¢ifferert tvpes of irnrovisations
with masls, cardboard characters, ete.

Retswv Acheson listed the overall areas of ~otertial srowt™ that a
teacher would want tec keer in mind when workine with irrrovisation. (1)
The first i{s the develomment of the child's sel€ concept. Tach chileé
should come throush the drara experience likinr himself better than when
he startecd. (2) Verbal rrowth is the second. Particinating in situations
deranding the use of various stvlesz of sroker lansuace 2nd vocahularies
reculiar to the situation enhance this learnire. (3) Drara fosters intel-
lectual prewth bv actuallv enticine students into research to locate infor-
ration with which to continue their drara. (%) The final erowth is that

of values -- of moralitv. Fxnloration of the recults of ore's actions in
a nlav (reversitle) situation allows the rarticirants to reflect or the
redercussions of various decisions taken -- or the lack of them!

The audience was involved ancd interested. Aufience experience with
drama were discussed and auestions involvine ‘.cw to rrenare students for
immrovisaticn were ernhasized.

Quereated Peadines:

Aritton, James. Lanrsuape and Learning. london: Peanecuin Press, 1972.

Tructer, Peter F. "Cchool Around The ¥end.' Psvcholosv Todav, June, 1972.

Heathceote, Dorothv. Drama in Fducation of Teachers. 'miversitv of Newecastle-
uron-Tvne: Institute of Fducation, 1966-67,

Hosford. Prentiss M. "Maric of Drama.” Lansuare Activities. U'rbana, Illinois:

“ational Council of Teachers of Fnrlisk, 1973, on. AG-87,

Hosford, Prentiss M. and Tlizaheth Acheson. "Ckild Trama . . . and .Jonatkan
Livingston Searull,” Fnplish Pecord. Summer, 1974,

Jores. Robert. The Draratic Irarination. ‘‘ew York: Theatre Artn Pooks, 1941,

Moffett, Jares. Drara: What is Hanpening? Charpaisn, Illirois: MCTI, 1967,

Polskv., Milton. " . . . Rar-C-Trara and sociodrara: Techniaues for "ole
Plaving."” Tramatics. Chio: The International Thesrian Soaietv,
FeLruary, 1974,

Rosen, Connie and Parold Posen. The Lanruase of Primarv School Chilcren.
Lendon: Penecuin Press, 1973, nn. 207-224,

darrer, Rettv Jane. "Evoking Cut level "rama.” Tlearning. *“arch, 1974,
Cee Readings under #g€)
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8. IVMPROVISATINN: A PRACLSS OF PISCOVERY
Presenters:  Frarnk Chew, Acacderv Theatre, Atlanta
Prentiss Posford, Universitv of feerpria

Trank Chew spoke of the value of imnrevisation and c® tre factors which
often cause failures in Irnrovisation. Ie wAR nore concerned with ¢hat so
often keers irnrovisation from lbeinp a nrocess of discoverv, The<e faflures
he lists as: 1) the fear of failure. the foar of criticisrm, and the fecar
of appearing ridiculous: 2) varue foals and arbtitrarv standards of Jadeement ;
3) rantorime as harrmful to the process of Improvisation. He concluded hw
savine, "Irprovisation rust be a process of dxqcoverv for evervone, not quat
the students. Tssues must po below the surface.’

Jr. Hosforé spoke - quno literature as a hacleround for drama. Ste
Fave as an example an impres lsation kv fourth and €{€th vraderq lasec on
AhP Kirne's Tountain hv Llev  Alexander. “he conclucded that a rreat deal was
Tearned about tistorv, feelines, and the chilédren t%omqalve

The preserntations were exciting and a discoverv process fer evervone
s‘rce the rarticirants were actuallv asked to improvise. Throurh the imnro-
sations thev discovered how immertant concentration, kelxcva“xlxtv
relaxatxon and eniovment are in making the technicue worthwhile,

Suprested Peadines:

Farnfield, fabriel. Creative Prama ‘n the Schools. Yew Vork: ilart Pyblisbine
Corpanv, 196°¢.

Holbrook, David. Tfrplish for "aturit-. lLondon: Carbridee Universitv Press,
1061,

Pedprave, Sir Yichael. Yask or Face. Youw Yort: Theatre Arts Rooks, 19R1.

Stanislavski, Konstantin. Creating a Pole. Mew York: Theatre Arts Jooks, 1961.

Way, Rrian. Development Throuech DPrara. Longrar froun Lirited, london, 1967,

(See Peadings uncer #7.)
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TV AYT WAVITO AC CONTTNT AN TONL
Precenters:  Paunla drdercon, fraduate Student, 'niversitv of Ceoreie
Tan Vard, Tlarke Countv Sereolrn

Paula Arnderson describacd a hieh gchool conr=e usipe TV hore viewire

as content. discussine reasons “or televigion studv, nrocesses involved
in this srecific study, and the intrciuctory reriod of the course,

The maicr erphasis of the oresertation was orn how to structure the
contert ¢f "V inte a curriculu~. Che 4id rot ro over everv cerre of 7V,
Put rather ‘discussed in denth tiec renrecs of cormercials and draratic chews,
In cac™ rernre serrent the atudent was acked to read at least onre snecific
article, view several shows ard be nremared to discuss what “e cess, and

firall" to corrose and rresent an exarrle of ecacl renre.
Dan Vard nresernted an account of his course in filr studv and novie-

raxine, Pia errhasia, alco, was on using viewinr exreriences as content.

The participants raiced cuestions alout uciie TV oand movins as tools

~tr

and arout develerine critical mettelde for evaluatine 7V ard rovies,

“uroested Pendines:

7]

cach Pichard Y., "Teau ire Visual Cliche Throuch larcuase." Media and
"ethods. 1, 1, (Serter‘er, 1073), np. 204,

“grarat, Favmond., Tilme and Feelings. Cambridee: Tle *.1,7, Precq, 19¢7,

fitlin, Thomas. Ponular “edia ard the Teaching of ineclis'., Pacific Pali-
sades: “codvesr Turlishine Comnanv, 1972,

Cross, Larrv. "The 'Teal' Ucrld of Television." Todaw's Flucaticn. €3, 1,
(Tanuarv/Februare, 1874), pn, 26222,

“atz, Sheldon. "Turnins the Xids on with *“edia.,"” Audio Visual Instruction.
iu, 8 (Netoler, 19(9), ~n. uf-51,

Xyrrs, fillia~, Tynloring Television. Chicaro: Tovola 'miversitv Press, 167],

and Polert “tanlev, Txplorine the Tilr, Davton: Ceorre A,
Pflavr, Publister, Inc., 1°06%,

Coring witk Television. Fvarnston: *cNoural Littel and

Postran. Neil., Televisiorn and the Teccring of Tnrliab, Yew Vorv: Ar~leten-
~rofts, Inc., 19€1,

2¢chrank, Teffrev., TV Acticn Toor. Fvanston: ¥cDeoupal, Tittel and “ornany,
1974,
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10. A HUMANITIES-CENTERED ENGLISH PROCRAM

Pre2senters: Gervaise Perlie, rouston County Schools

T °. a ~ 97 1 A yemees O lab N
Liauana Uotning, Rochdale County Schools

ac
tmma U. Walk<r, Fort Valley State College

Gervaise W. Perdue spche on tne humanities program in the Houston
County High Scnools. She said, "-umanities is a multi-disciplinary study
of thematic topics and/or chronological eras. Tane thrust is on involvement
by students through sirmulation activities such as mial-worids, mipi-societies,
MOSK court systems, mock senares, world councils, etc. Activities vary: indi-
vidual ana group researcn; plays, skits, lectures; producing movies, compo-
sition, newspapers; art, music, dance, multi-media presentations; visitors
and rield trips.

wajuana Modling presented a paper "iumanities Curricula Consensus:
Current Writing." Tne tnree major points of the paper were: 1) a humanities
program must be designed specifically for the system in which it is to operate;
2) organization ana content of the program expand tae existing system; ani
3) the program must be numanistic.

Emma C. wWalker presentec a irief for "A Humanities-Centered Tnglish
Program." In the forward she saic, "Dormant in courses in Englisa and
American literature is tne potential for numanistic focus. To a large
extent a humanities-centered course depends upon the teacher's skill in

adapting content to the numanistic disciplines. The acquisition of such skill
would nardly require extensive formal study; it might well receive impetus
from this statewide Englisn conference . . . " Areas of discussion inciuded

the climate for nurturing tne humanities; the purpose, goals and expected
results of courses in the humanities; efforts to reach the culturally deprived
student.

Suggested Readings:

3randwein, Paul F. The Permanent Agenda of Man: The Humanities. ltanta:
Harcourt Brace Jovanovicn, Inc., 1970.

Davidson, Robert F. et. al. The Humanities in Contemporary Life. New York:
Henry Holt ana Company, Inc., 1950.

Jarrett, James L. The Humanities and Humanistic Education. Reading,
Yassacusetts: Addison-wesley Publisning Company, 1973.

“arcrwardt, Albert H. (ed.) Literature in Humanistic Programs. Champaign,
Illinois: HNCTE 1967.

Miller, Bernard S. Tne Humanities Approach to the Hodern Secondary School
Curriculum. Hew York: Center for Applied Research in Education, 1972.

duller, . J. The Cnildren of Frankenstein. A Primer on Modern Technology
and Human Values. Bloomington, Indiana: Indiana University Press, 19370.

Patterson, Cecil H. tHumanistic Education. Englewood Cliffs, New Jersey:
Prentice lall, Inc., 1473.

dalxer, 3aunders L. "Putting tne Yumanities to Work," The Fort Valley State
Coliege Bulletin. Vol. XXALV, Hay 1273, lio.
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Lo, BV SATISTYIN: RESPRLSES 0 LIVERATURE

Frassntel s aoward Luniap, Pulton Zounty Sunools

Anny Hally Pime Jlty 3chools
arilun sonmitt, Tundal JOunhly 3on02is

vhe flrst presentar, :osars LUniap, presenteld several ways tcacial s
can nelp stulents give logical responses to litsrary selections, witn empha-
sis on lvric poetry. Tane maior point brought out uvas tne fact that we
snould 3ttempt to e sure tnat all parts ¢f a poem ive or are logicalls

interpreted.

.
10Spn2 pe wi e3pons
2nly must n@ proviie an og2n classroom, dut he must respond dctively to
iizerature himself. Reading as nany cooxs as pessible, especially current
ones and ones stulents suggest, enables the teacher to feel confidant
to teacn a variety oI »pooxs and preveats aim from naving repestitious pro-
srarmed responses to 230ks he assigns the stulents.” In discussing stulents’
raszonses sne salu, "Stucents snouil e alicwed to respond to the literature
In a way comfortas’e to tnem. 3cme possible wavs are individual presentations
involving stuzent-race audlo- visua- , dramatizations analytic.al and creative
writing, ressarch, and stulent puviications.”

The audience ziscussion focused on ways of interpreting and responding

5laxe, Robert w. " ¢ You, I Hear You, You're OK:¢ Humanizing the English
e

-
isa Jjournal; 63, 3(May 197u4), 41-u46.

. Carlsen, 5. Robert. Booxs and the Teen-Age Reader. MLaw York: Harper ¢ Row,
Ly7L.
vixon, Jonan. SGrowtn iarough Znglish. Reading, Lagland: 1907, pp. 12-70.
llliccks, Seorge, Jr. Alternatives in Lnglish: A Critical Appraisal of
flective Progra=ms. JUrbane, iilinois: ERIC 1972.

oposal for Hotivating ilore Students to Life Realing of
Lish Journal, 64, 2 (Fepruary 1374), pp. 34-4J.

rons, Hersert R. Tn@ upen Ciassroom. hew Yorr: liew York Review, 1'46l.

now torcupines Hdne Love: lotes on a Fesponse-Centered

Lexington, Massacnusetts: <Xerox College Publisning, L172.

El{fC‘ 42

Aruitoxt provided by Eic:




36

As nen Dorelson nas so ably pointed out in the Georgia Engllsh
, tnglish Journal, and elsewhere, tnere are specific steps which
may e taken dgalnst tne assault of a critic of tne book or hooks students
b4 : 3 ~

#izl read In a cilinate 3: fre- and ludependent reading. Especially important
I3 the nee: Or ~acd tealler o aaVe carefuily d developed rationales both

ToY Tnw Tedlaling o literadt.re and for specific worns which students Ly e
asxed to rezd. It ples without saying tnat every English teacher must Le
mare tna

e >
n opassingiy fariliar wita the range of contemporary literature tor
s

Alvisory Statement Joncerning Kescricted Circulation ot Library ‘iaterials.
vApproved py tne Intellectual Trzedom Cormmittee, June 20, 1971, a5 au :
interpretation et the Library siil ot Rigpats.) (Chicago, Iilinois:
Anerican Library Association.

2. (Tucive articies v
X

i rom Ine Leaflet of the lew Eng;dnd
Association of i

s:  NCTL, .uvs.

censorsnip and tne Lugllisn Jwacner.  (Arlzona Enslisn Bulletin)  Champeign,
Illinois: LCTL, Lol

wrellh, Alice, (er,) MHow Prolllts o D Puplications for 1275." bnglish
‘ournai; os, 1 (January 1uUE), pp. fl-do.

Jonelson, wennetl L. "Censorship: ‘ine lnglisn Teacner, Tue Inglis:i |
Jepartment, ani (he State hngilsh Arriiiate,” Jeorgla tnglisn CLuL olor,
io (May L3720), »p. 1-7.
'Challenging tne Censor: Some Responsibilities of the
wngLisn Jepartrent," Englisn Journal; 58, 9 (September 1969), pp. 863-
370,

serion, Lliward, et al. The Students' Right to Read. Champaign, Illinois:

4035, Rig >chiool Luglish Texts: A {ritical

e ey ,
b i

Uclilellan, (2:.) Censorship in the cnited States. HNew York: Tne

-
- 3

: Wiisar s U

d.w. Willison “De g AUl

Scries of Case Studies. Champaiygn,

Viz2wpoints controversy in Jontent anu Materials in 3chools. Division of
Jurriculum Development ana Pupil P ersonnel Services, Office of Instructional
Services, Atlanta, Georgia: Georgia Department of Education, 1973.

".nat o Lo Bafore ti lenour Com2s ang atter,”  (Heprinted trom tne lowsletter

on Intellectual Freedom), Chicapo, Illinois: American Library A5S0-
ciation, March L)72.
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172, RRIDCINA T GAP PETVIEN STUDENT TULACETNC AND FIPST VEAP TLACHINC
rs, Atlanta Titv Schonls

Presenters: Funice € s
“eeks, Jefferson Countv Schools

e 1
Fechhie e

Apriceine the fan (surrarv) - Tunice Sirs

~

ne sukdect sounds sirple -- as thouch there ucre orlv one ran, 8¢ a
ratter »° fact, there are as manv rars as there are surervicire teachers,
stufent teachers, school philosophies, administrative re~ulationr, nre-
stuient-teachins educatioral orrortunities, and the constantlv chansine
derands of the educational scerne. If a rrosrective teacher has hed the
acdvantace of an interstin even hefore the stucdent “cachirs experience he
i< alreadv “ear-oriented,” and is much hetter atle to core with the suc-
ceeding pans,

Tven hefere student teachine, therc has no Aocubt heen Adecuate nre-
paration in suhiect matter. I the new assirnrent, however, therc rav ke
the need for willinrnese to acauire knowledee in new fields. (ollerec pre-
naration in teachine rethods, and curriculur developrert and irrlemertation
rav not rave becen exactlv what was ewpected in the student teachir
exnerience. Dlemands in these areas may be (ifferent arair in thc new
assirnment. The philosorhies of the schools' 3dministrations mav not te
the sare. Adantarilityv is the Vev to success herc. “~Doine vour own thine"
is ereat as lonr as a teacher recogsnizes tre success of his methkods with the
students, but making an issue of all of the school's nolicies and practices
with which he doesn't arree is a sure wvav to rake the new teacter an isolate,
without the coormeration and heln he will surelv reed in a terinnine situatien.

rideing the Cap (summarv) - Robhie Ueeks

Perhans the most stareerine task that faces a €irst vear teacher is
curriculum develonment, anc no rmatter how manv evneriences the student teacher
has in his collese program, he will never fullv realize tre weirht of tlis
resronsibility until ke besins to nlan his own curriculum for his owr students.

Too often teachers cerard curriculur as a neutlv written docurent handed
doun bv state departrents, countv boarés, or oblirinf book publishers. Ceorsre
Hillocks, Tr., nrovides @ brief definition of the terr in "The Fnrlish Teacher
as Curriculum “aker':

It is far rcre useful to think of a curriculum as a seouence

of interactions among students, raterials, and tcacher, a

seauence of exneriences through which a student rrosresses

toward sore oocal. In that sense, the teacher is trulv the

curriculum maker, for he is largelv responsible for hoth tre

kind and aualitv of the exneriences.
r£ course, we have all repeatedlv heard sirilar defiritionc ir our curriculum
courses, and rost of us nrobablv naid lip service to such theorv: however, how
many first vear teachers have had enoush exrerience in nlannins ard irplerentines
sieh a curriculur to fecl corfortalle in the role of curriculum raker?

Admittecdlv, cvery Flucation rajior males some atterpt at curriculurm
slanning when he carefully desisns lesson and unit plars for methods and
curriculur courses. lsuallv. these plans are Aesiened for an imaginary rroup
of students who all read above srade level, who have an unauenchahle cezire
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to learn, and who will write hauntine, sensitive poetrv and prose if onlv asked
to co so. When the stucent heecins his student teachine experience, he rets
another chance to nlav curriculum maker. HNowever, he usuallv relies on the
classroom teacher's assessment of her students' needs ard on her evaluation
of his instruction. Thus the student teacher receives little practice in
carrving out the important first and last stens of curriculur fovelorrent.
Suddenlv this same student teacher. now a real teacher, hravelv faces
six classes of hirh school students. Tn one class alone, re discovers stucents
who read two vears above rrade level and students who read two vears relow
first orade level. This curriculum maker must ~evelon a curriculur that wuill
mect the neecds of annroximatelv 150 students for the vear.
In order to cdevelop this sort of curriculum, a first vear teacher will
have cc de arn unbelievable arount of involved plannine. fneakine for rmysel*,
T ar one first vear curriculur marer who needed all tre help I conuld rct.

In their reacticn to the presertations, merhers c¢f the audience rave
their views of the rars and nossible solutions. These sucresticons were rade:

J. Conference including classroom teacher ard cecllére sunervisor
HYefore the student teacher comes to discuss roals, orranization,
evaluation, etc. Yeen cormunication oren at all tires hetween
these two asvccts of student teachins.

2. Sronsoring teacher for each first vecar teachrer.

3. Re professional -- ask auestions, attend meetines, read, etc.

Surcested Peadinrs

Aston-Warner, Svlvia. Teacher. Toulsville. ¥Yentuctv: Touchstere Puhlichine

Comnanvy.

Dixon, lohn. Frrowth Throurh Frnglish. Feadine, Tuglard: 1967, nn., 107-110.

Facder, Daniel. The YNaked¢ Children. MNew York: Rantam Pooks, Inc., 1972.

flasser, Williar, Schools Without Failure. YMew Vork: Harper and Pow,

Cresorv, Thomas P. TFncounters with Teaching. Prentice-Hall, Irc., 1972,

Hillocks, Ceorre, Tr. '"'The Inglish Teacher as Turriculum Maker." Enplish
Céucation. Anril/¥av, 1974, pp. 238-u8,

“alonev, Henrv R. Accountabilitv and the Teaching of Frnglisb. [Urbana, Illinois:
HNCTR, 1972.

Ycfuire, Vincent, et.al. Vour Student Teaching in the Tecondarv School,
Allyn and Pacon, Inc., 1959.

Yeal. Charles D., et.al. The Rerinning Teacher at Vork. Rurress Publisting
Co., 1971.

Postman, lieil and Charles Weingartner. The School Pook. Mew York: Tell
Publishing Companv.

Q Peillv, Yoward F. Siudent Teachins: Two Vears After. Um, C. Prown Companv,

[ERJ!:‘ Inc., 1965,

-
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13. NATIONAL AND STATE ASSESSMENT PROGPRAMS
Presenters: Rov 0'Donnell, University of Georgia
Fueene Rottoms, State Department of Fducation

The National Assessment of Education Proeress, funded bv the Carnegie
Corporation, the Ford Foundation, and the U.S. Office of Fducation, is de-
sifned to provide information on the knowledpse, proficiencv, and values of
students and voung adults in ten subject areas of the typical school curri-
culum. VWriting was one of the ten areas selected for assessment.

The first writing assessment was conducted in 1969-1970. The nropula-
tion was 2000 individuals in the following are sroups: 9, 13, 17, 2€ to
35, selected bv sampline procedures similar to those used by Gallun. Other
assessments are scheduled at least through the 1970's.

Perorts of the National Assessments of Educational Progress -- Peport
3, Writing; 8, Writing Mechanics: 02-L-01, Understanding Imasinative Laneuape:
02-L-02, Responding to Literature; 02-1-03, Pecosnizing Literarv Works and
Characters -- ray be obtained from

Surerintendent of Nocuments

U.S. Covernment Printine Office

washinpgton, N.C. 20477

In 1870 the (Georgia Board of Lducation approved the Goals for Education
in feorgia, goals which are directed to the development of the individual and
relate to the preparation of students ir reading, mathematics and career
development.

The present Georgia Statewide Testing Program utilizes norr-referenced
starndardized measures in erades four, eipht, and eleven, but the Department
of Education is now moving into the development of criterion-referenced
tests.

Ceorgia teachers, subject area sunervisors, and Departrent of Fducation
staff have participated in defining the fourth and eighth prade objectives
to be used in the construction of the criterior-referenced tests. As test
items are written bv snecialist at Fducational Testing Service, Ceoreia
teachers will review each auestion for relevance and appropriateness.

Field testing will take place in all sections of Ceorgia. In order to
collect data for performance "above" and "below" acceptable criterion levels,
the tests will be given in grades 3 and 5 for determining 4th prade standards,
and in gradcs 7 and 9 to establish 8th grade standards. Data from the field
testing vill be used by committees of Georgia educators to assemble final test
forms for use in grades 4 and £.

Further information about GAP, Georgia Assessment Proiect, may be obtained

from
Division of Plannine, Resc.rch, and Fvaluation
Ceorgia State Department of TAucation
Fducational Annex Ruilding
Atlanta, Ceorgia 30334

46



Q

ERIC

Aruitoxt provided by Eic:

40

14, CHUSORSHIP, TIXTINOKR, ALD PAPLRFACKS
Presenters: ‘'arlene Carlan, Te¥all Countv Schools
tuneta “hachurn, Telall Teurtor “cheols

Hupn Aree, !'miversitv of Ceorcia

Censorship (SQurmarv) -- "arlere "arlan

The mresentaticn is <iviced inte tuc parte: o cen-iferstion of 4te
tarrets of cernsorshir an’ of the cencore thermselyes: a ¢leccussior of Yow to
avoid cersorship and how to deal withr it if it bas not lecrn aveided. ™e
essential roints are surmarized telcw.

Panhazard beev selectio: *v teachers can onliv arrravatae the nre! lem
of censorship. As hooks are selected, teachers should tale irto cernsiceration
the many targets of censorship, which include the followinr:

1. political views in a work that differ “ror those of the censor
. treatmert of mirorities and ethnic erouns
. roles portraved hy women in books
. problems of contemporary societv as the central concerns of tooks
. use cf lansuare not acceptable to the censors and not arpronriate

to polite classroor discussion

Kenneth Donelson, in "The Students' Piebt to Peal," setes forrth tre
N.C.T.E. puidelines for dealing with censorshin. Erieflv, t%e Council
surgests a two-step prograr for everv school:

[S2 IR <GB ]

First -- a corrittee of teachers should be established to censider
book selection orocedures and to screen complaints.
fecond -- efforts should be made to estallish a cormunity atrospherc
In vhich local citizers rav be enlisted to sunport the freecdom
to read.
The first of these steps is most important -- every Fnplish Menartrert cheuld

develor its own staterenrt explainine whvy literature ic taurht and “ow Foole

are chosen for each class. The Council supspests that this statement skould

be on file witl the administration Lefcre anvy corplaints are received. Tverv
Enrlish teacher should prepare a raticnale, preferablyv written, for arv hoov

to be read bv an entire class. The rationale should include teachins anrrcoacles,
objectives, anv nossihble censorship problers and how thev will be handlec.

The administration should know the bocks that will he used “or clase reacipe

~v Frnplish teacters. The second ster -- enlisting comrunity <umport -- is
equallv important. TIF merbers of the cormunitv are infermed about heol
selectinsn procedures and are merbans invelve” in considerine ceomplairte acaipet
any work, there will rrchably he ver: few cornlairts,

"rs. “hadburn supsestel ruidelines that wenld enable Frelist Adenartrent-
ar® textlonv comrittees to estallish criteria far colectine tewthoole ard
sunnlementarv materials. Long¢ rance planning, continuous evaluatior of
materials being used, and wise investment in sunplementarv materials car
contribute much to the effectiveness of the instructional profgrar.

Censorship, the Insrlish Teacher, and the "arerback Pevolution (Currarv) --
Hush Aree

Censorship in scme form has existed for thousands of vears, ard court-
less will continue to exist in some form. The Fnelish teacker, the Tnelich
departrent, the school, and the entire school svster rust te prepared for
the challenre of censorship. Fverv teacher and administrator ™ust realize
that no book or idea is cver Immune to the critical eve of some rroun or
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15. DEVELOPING A CLIMATE FOP CROSS-TLACHTMC
Presenters: Argelia Moore, CGraduate Student, lniversity of "eorria
“ike Cook and Toxfire Flitors
Rettve Johbnson and Linda Fair, Teacher Corps

Tevalonine & Tlimate for "ross-Teachire - in-elia “core

The term cross-teaching mav re relativelv rau. Tut t'e idea af ~tucderts
teachin~ otrer atuderts ig not. Peer teact iy i< ac 0l? ac t e ~re ronv
nchoclhouse, hut what we are talling alont rere ir rore than mrep tenct irg,
or an educational innovaticn, c¢r a rcrantic illusion. T thinl what we are
talhing alout here is an attitude or even a nhilosonkv al out elication.

It scems to me that the chief ohstacle to cross-teachine has 'over *brc
past concditicnineg of ieth teachers and students. To Cevelan = «)im-te fep
cro~*-tecachinr, one is reallv develoring an attitude about teachir~ anc
learninr -- an attitude that savs students have something wort v ile to saw
to each cther, to their teachers, a.d to their cormunitv: an attitude thet
savs students can and dc learn from each other and the world around ther as
much or more than thev learn in our educational svstems: an atti+nde t!er aavs
students learn hest when thev initiate a learnine situation in which thev
become totally involved: an attitude that savs one of the most useful tcml-
students and teachers can learn in the modern worlc is learhinre alout tte
process of learning and the process of chanre.

Cress-teaching invelves students and teackers in prour interaction.
James “offett savs that the teacher's role in the grour nrocess is "to creatc
mocels of talkine topether anc helvine each other that punils car nut into
oreration in small units . . . fut of Lis spirit he creates the climate of
celletorative learnine and helrful resronding."” Rotli Moffett and Carl "orers
cive lists of some of the cualities necessarv for a facilitator of learnins.
ftanford and Roark have an excellent cRanter on proun develomment in the
classroomn. Sore of the other books offer nraciical sugrestions for alansrcor
use. KFowever T do not thin¥ the idea of cross-teaching shbould he lirited
to the cl»ssroom. I think the concept expands to include learning in the
environrent, in the cemmunity. The best exarples I can pive vou are TFoxfire
and the work done bv the Teacher "orns.

The Toxfire student representatives throush film and personal exneri-
ences nresented elements of one twpe of cross-teaching. This cross-teaching
situation is eipht vears old and centers around the concenrt of first establishirg
a climate of student involvement hy enpfaging them in a task-oriented nroiect,
Pere putting out a mapazine. In the nrocess, students learr and are tausht
skills from others in the communitv, draw upon Tnglish skills tc write the
articles, use added skills of photograohv, editing, firancing, to out the
magazine together for distribution. W¥hen other students join the staff,
students train the new students. Ctudents also achieve certification in s+ill
areas (nhotograrhv, editing, etc.), the certification once arain eranted v
the students. Students vote and are instrumental in all chanses, additions,
decisiors. It is trulv a rost ideal cross-teaching arrangement, wit' stucents
teaching students, corrunitv teac! irp students, stucdents teaching community,
students teaching teacher, teacher advisine students and teacting *Fer at
the same time., # climate evolves for this bwv obenness, accentarc , an’
tolerance for others.
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The teacher corps renresentatives discuassed their exneriences as
students. as teachers and as communityv leaders. Torether with the panel
anc the jparticiyants thev emphasized kev ideas concerned with developins a
clirmate for cross-teachinr. First, the teacher must be concerned with
develoninr rositive self-concents, trust, and accentance. fecend, the
teacher rust establish workine natterns with other ichere, bhetween the
students, and with each other. And €irallv, the teacker rust be corritted
te lonr heurs of nlanrine -- It's not an R:C0-3:15 “oh,

Suprested Peadings:

BEruffee, Kenneth A, '"Collaborative Learning: Sorme Practical Mocels.™
College Fnelish. Februarv, 1973, nn. 63u-6u3,

Cartner, Alan, Marv Kohler, and Frank Piessman. Children Teack Chilcren.
llew York, 1971.

Funter, Elizabeth. Fncounter in the Classroor Yew Vavs of Teackino. Ilew
Vork: ilolt, Pinehart and Uinston, Inc., 1977.

“ason, Fdwin. Collaborative learnine. Mew Yor}: Arathon Press, 1972,

Yoffett, James. Teaching the Universe of Discourse. Mew Vork: Houghton
“ifflin Companv, 1968,

. A Student-Centered Lanpuage Arts Curriculum, Grades ¥-12:
A Handbook for Teachers. ‘iew York: Houghton “ifflin Companv, 1973,

Rorers, Carl. Freecdom to Learn. Columbus, Ohio: Charles F. Merrill
Publishine Companv, 1969,

Stanford, fene and Albert E. Roark. Iluman Interactior in Cducatior. Foston:
Allvn and Racon,. Inc., 1974.

“einstein, ferald ard Mario D. Fantini. Toward "unanistic Fducation: A
Curriculum of Affect. New York: Traeger Publishers, 1970,

P

Vipeinton Fliot. The Foxfire Book. 'Yew York: Anchor Press/Nonbledav, 1972

O
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1€, THALISH PRArRAMS TN THE 70's: PTAFFIRP™IFC FOALS
Presenters: [dna Farl Ddwards, Vest Cecorria Collese
Willanelle “reene, fainesville Zitv Schoels

fdna Farl Tdwards re-defined the roals irn teaching Fnelish in terrs
of the student. CShe said, "We must rot have the same exnmectancies for all
students. Overall, each student should achieve a sense of idertity as ar
individual and as a memher of a larpser <orjetv, Titerature is a means of
his learninr about himself and others, of rainins a broader score of mankind
with individual intermretations of neonle and the universe. Thus, a student
must be able to read and rust have a nositive attitude toward readins in
order to continue to read without assignrents fror teachers. Uecing the
lanruase effectively ir oral or written forr can enatle a stufent not onlv
to clarify his thinking but alse to explore nrossihilities of inventiveness.
Thus, our students should find lanpuare a tool to communicate their ideas to
thersclves and others.”

Yillanelle Creane presentec tte Fnelish Prosram *n the Cainesville
Schools as fairlv tvnical of those which are trvinr to hecome aceauate to
nresent needs of students, which retainine anv roints of excellence from our
recent nast and estaklishing a curriculum and rethodolosy which will show
some awareness of the lanpuare needs of students who will live most of their
lives in the 21st Centurv. Assuming that these are tvpical goals for
Cnelish prorsrams in Ceorsia in 1974, a comparison of what is haprening
locallv with what we can learn from the scholars and nractitioners from
nre-school to universitv levels by examining the litcrature, the projects,
and the materials should enable us to evaluate our efforts and chart future
objectives.

Nuestions fror the aucdience included: What has been the trend in
teaching traditional srammar? Wha* ‘s our roal for the studernt -- is the
emphasis in the quarter svstem too muct on ccurses instead of on students?
Suggested Readinsps:

Art and “an, and Scope, from Scholastic.

Carlson, Puth Kearnev, Writine Aids Throusb the firades. Teacher's Collepe Press.

Circle of Stories. Farcourt, Brace, Jovanovich.

Cullum, Albert. Push Pack t..e Tesks. Citation Press.

Curriculum for Fnplish. orades 1-6. liebraska Curriculum Development Center, NCTF.

Livingston, Howard. '"Public Douhlespeak: Languasge and Meaning in the Fnrlish
Curriculum." FLnelish Journal, 63, € (September, 1374), pp. 18F.

Nelsor, C. Lvnn. "Toward Teachire Fnelish for the Peal World." Fnelisk Journal,
63, 6 (September 1974), pr. u45-49,

Pussell and Pussell. Listening Aids Throush the firades. Teacher's Collece Precs.
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17, STAFF TLVFELOPYENT PRNOAPAMS: TICICN AND I¥PLEMENTATION
Precenters: flizabeth Teal, Chathar Courtv “chools

Yarv Jc Rove, Cohly Countv Schools

Jack YeCleod, Cenb Countv Schools

FClizateth Teal rresentec staff cevelonrent as o concept whick includes
in-scrvice, and some rew factors -- accountabilitv and corpetencv-based
teacher education and certification. “he said, "Teachers are the real kev
to ecucation., Cood stdff developrent then is essential, for we can not
charre all the colleres or the world, but we can Felp to chanpe the nlaces where
we are."

*arv Jo Rovd nrescnted the two ontions availadle to loval school svstems
-- the ©tate adrministered rrent-ir-aic orosrar or funds Tor a local sta¢f
develcnmenrt nrlan, “he macr erpbasis of tne lecal ~taff develonrent nlar ruct
te the rrovicion of in-service nrosrars desirned te Suile cornetencies
necessary to meet the Identi€ied student need's,

Jack McCleod Tiscuseer the Concentrated in-service classes with fortv-
eirht rours ¢f instruction ac eouivalent to five cuartor houre of collese
credit for salarv increrent. Cobt Countv tas used the nian with muck cuccess,

Suprested Peadines:

Pruner, Terore S, The Relevance of Fducation. “ew York: W, U. Morton and
Co., Inc., 1971,

Pixon, Johr. Crowth throurh Fnrlish., Peading, Tnpland: "ATE, 1967, ©Pp,
a5-10¢.

Lvertts, Lldonna L. (ed.) Trelish and Reading in a Changine lYorld. lirbarna,
T1l.,- NCTr, 197",

Cuthrie, James W, and Edward Yvnne. ‘'lew Mndels for American Tducation.
Enplewood Cliffs, N.J.: Prentice-iall, Inc., 1971.

Shaver, J.P., and A.C. Larkins. Decision-¥akine in a Democracv. Poston:
tiouphton-"ifflin, 1973,

Theory into Practice: Mocels of Staff Develepmert. Vol, XI, llo. 5. Columtus,

fhic: Ohio State Universitv, 1972,

Trump, I, Llovd. Imares of the Future. Yashington, D.C.: Commission on
Utilization of Staff in the Secondarv School, 1959,
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164, PLATTLC ANT THD TRACHINC AF m™eris
Pragenterc: leon freenlaw, Un iveritvy of feoreia

taert Terrcide, "miversity of “eoreia

~y. “ovrolds discussed rrircinles and atrateries for wortine with kiph

school ~tudents to help ther irnrove rea wcing skills., Ve eave snecific
superatiors to Fnrlish departrent chairren for interratire work in tnplish

ard reading,

“». Creenlaw's rresentatien wac irtecratine

+

~te nrirare ernbasis of
readine aned Trelia~, er lanruare arts, in the elementarw and mid¢?le ore

“he dietrilutec a handout listine sources of iafarration ard seaterialc.

ne
AR

Quepested Teadines:

“ixon. "o'n. Crowt' trnrourh Forlist. teadire, Ireiad: MATE, 1069, Pr, 1-31,

‘all. “ary Ann. Teachiny Peadirg as a Lanpuare Tyner.ence. Colurbus, 7tio:
~hayles T. “errill Puilishipe Companv.

Hellman, Arzhur N, and Lolmes, Flizareth Ann. C“ruesoline lareua~- ‘1*o the
Teac“i.r o ®eadinr. Columbus, Ohin: Charles I'. Merril! Punlishine

~
G

Corranv, 1872,

1. al. Chanre for Chilérer: Treas andé Activitiec 'o” Tpdividreli-
nstruction. Palisandes, Califerria: Tocdvear o1t jfsbing Carnancr,

‘eo. Torr's N, and Allan, F.V. Learn: nf to Peal Throurh Txrerience. Teu
vor:: ‘“erecdith Putlishing Commanv, T1963.

tamzev Jallace . Crranizine for Individual Nifferences. leward, Delaware:
Tnternational feading Assoclation.

. 'amen A, Creetive Teqcine of De.clre ar® Titerature in the Fiementary
ccrool. Roston: Allvn and hacon, Irc.. 19487,

itive Teaching cf tne lanruare Arts in the Tlementarv

T 1

M a
Secheol. Foston: Allvn anc Tacon, (nc., nd el,, 197

+
S
~

\
~ .

Stauffer, Macell 7, Tle Lantuace Fynorience Apnroach to the Teachire ~f

.. . I o)

eadtine., lew Yor-: arpar anlt oW, . 1icters, 1070,
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sce SRORSIALUIAL TTVOAL Lu L LUnRISULOM: ITL VALUE IN thin CLASLROON
Proelesters: L oravell, Dbty Senesls
Yarie Snepary, ey Jounty Scnools
carcl L', <o .ty Schools
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N3t L materials nad been

llesa testel in ovariows s a2l e state. (Cavera. excellent handou's
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2.dne, Aobert 4 "I See You, I dear You, Yous're OK: Huranizing tne
wna~isn Jlassroom.' Luplish ‘ourual; o, o (Miy L47h), np. 4l-kk
N ’ ’ y k] I d
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niversity Press, . io.
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rvary oniversity Press, Lou
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7ou Went Rignt On. A nmarlin Milst pook

Yaler, Daniel. Tne Nakec¢ {nll:iren. hew Yers: Maciililan Company, | «/i.

Noliett ) James. L Stazent-oontere: LSLdpe v 0 vl g e
s T - — — - —
Heagnton-Mifflin Company, Isoid.
" - 3 . ra ¥ ~¢ 1 LN .
“aynant, Loulse . Learnins Couters: A oSulce tor Lifentive lse Pectly
- . ;
Yenn.: lLotr.ole lorrt., Lou,
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23. MILESTONES AND GUIDEPOSTS: ASSLSSMENT OF TRENUS IN CURRICULUM DLSIGH
Presenters: Shirley James, Georgia State Universiiy
tdieann Biesbrock, Brenau College

Sniriey James defined the key words in the title aud discussed
the reasons for the emergence of new trends in curriculum design. The
trends in curriculum design grades 1-8 thich were discuss.d included:
1) individualizaticn of instruction via use of learning centers, learning
contracts, and independent projects and activities; 2) open curriculum
proframs; 3) experiential criented curriculum; and 4) behaviorally oriented

curriculum.

Edieann Biesbrock presented an assessment of trends and factors
relating to tne secondary curriculum. She said, "Every civilized society
fas.uions a curriculum trom whicn the young of the society emerge educated.
Depending upon the philosophy of education, the goals and aspirations
of tne society, and its views of the youthful responsibilities and obli-
gations in pres2rving that same civilization, the curriculum is molded
into a unique system. These same concerns have produced such diverse
procucts as the militant training and pnysical endurance of the Spartan
culture, the music and art schools for production of artists and musi-

zians in the European city states, and the "life adjustment" ~irriculum
in 20th century American schools."” In a media presentation, she presented
the concerns of the schools in tne 1970's -- concerns for the type of

society that our current teenagers will find they have inherited.

Questions from the audience concerned (1) coping with parents and
others who want a return to the basic skills and (2) teacher preparation
for an experienced-based curriculum.

Suggested Readings:

"Focus on Curriculum," Englisn Journal; 63, 4 (April 1974), pr. 29-89.

Kentucky State Department of Education. New Directions: New Dimensions,
English Language Arts in xentucky. Frankfort, 1968.

Knowlton, Ruth k. "The Memphis English-Language Arts Living Curriculum,"”
Elementary English, 51, No. 5(ilayl974).

Postuwan, Heil and Charles Weingartner. Teacniag as a Subversive Activity.
New York: Delacorte Press, 1969.

Sieber, Sam and David Wilder. The Scnool in Socicty. New York: Free
Press, 14973.

Siiberman, Charles. <Crisis in the Classroom. New York: Random House, 1970.

Van Til, William. Curriculum: Guest for Relevance. Boston: Houghton-
4ifflin Company, 1971.

‘run, -.0yd, anc Davii Wiliter. OJecondary 3cnool Improvewent: Challenges,
Humanism, Accountability. Boston: A’ lyn and Bacon, 1973.

El{llC o1
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21. MEDIA LITERACY FOR SURVIVAL
Presenters: Jervy Sparks, University of Georgia
Dan hirby, University of Georgia

Visual Communication is Basis for Verbal Communication (summary) - Jerry Sparks
Most of our communication 1S SO UNCONSCiOUS that we are unaware

that it occurs. Although much of our communicating is in the form of

spoken ana written words, a greater quantity takes the form of a visual

medium. Tne central question to be approached is whetner we can gain

significantly by teaching zoth information and emotions through pictures.

Teacning in tnis meaium, auditionally, would help prepare students to

use available meaia more effectively.

Media Literacy for Survival (summery) - dan Kirby

The concept of literacy is constantly expanding. Englisn not only
refers to just literature und grammay but encompasses the wnole of language
arts -- especlally communications -- and is one that teachers of English
must learn to deal with. The concerns of the teacher shouild be beyend
tne teaching of institutional media such as the newspaper, television,
motion pictures, and mass communication. If it is to be effective and
relevant for kids, it must include tne non-print mecia and music whicn
are an 1lmportant part of their environment.

Questions centered around sources of films, faculty conflicts,
involving students active.y in producing in media, and specific classroom
situations.

Suggested Readings:

Bacn, Robert 0., (ed.) Communication: The Art of Being Understood.
New York: Haskings House, 1363,

Browne, Ray B., and David Madden, (eds.) The Popular Culture Explosion.
New York: Wm. Z. Brown Company, 1372.

Hall, Edward T. The Silent l.anguage. New York: Doubleday, 1959.

Lacey, Richard A. Seeing With Feesling: Film in the Classroom. Phila-
delphia: W.B. Saunders Co., 1972.

McLuhan, Marshall. The Medium is the dessage: An Inventory of Effects.
llew York: Bantam Books, Inc., 1867.

dye, Russel. 'iotes" for an Introdiction to a Discussion of Popular
Culture," Journal of Popular Culture, IV (Spring 1971).

Purves, alan. How Porcupines Make Love. Lexington, Mass.: Xerox College
Puplishing, 1374.

Rosenterg, Bernard, and David Manning Wnite,(eds.) Mass Culture Revisited.
wew York: Van ilostrand Reinhold Company, 1971.

Schramm, Wilbur, and Donaid F. Roberts, (eds.) The Process and Effects
of Mass Communication. Urbana: University of Illinois Press, 1971.

Schrank, Jeffrey. Teacning Human Beings: 101 Subversive Activities
for the Classroom. Boston: Beacon Press, 1972.

(See Reaaings under ,9)
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22 TRINDS IMN THE TTACHING 2F TLCLISHK IN THT TAPLY cranre
Preserters: Carol Fisher, !niversitv of Ceorcia
Pegpy ’atare’;a, l'niversity of Ceorria

There appear to be two raijor cormretins ernhaces in Larrsuace fris
instruction: accountabilitv and individual exrression. #lthourh at tires
these two conflict with each other, thev are =not recessarilv contradictorv.
vith additional research and e"orh, we cbould te alle tc reasure tle ~ore
creative, individualistic affective srills

¥itnin lanrfuage arts the oressures of accounta' ilitv are eviderces’ v
cortinue:. standardized testing, Mational Asse«smert in oral and written corru-
nicaticn, the develormert of local curriculur in *“etavioral ter-s, ané the
rrowti: of rerforrance-hased cr correter.ce-hased nrerrars.

The effects of other discipiines -- esmeciallv nsvctolosv, lirguistics,
and osvcio-linruistics -- has le . to rore accurate or reailiatic lanfuace in
children's texthcoo¥rs and a preater ac~reclaticn of the relatlonshin hetween
lancuare develorrent and a: tv to rea’.

Tbore is ereater erm~hasis on irndivicdualizine the innenare arte curri-
culur., 7Tris Is anparert In a nurter ¢f wave: Aigenocsic ond -reccrirtive

‘\‘I

teachins rrorrams, "rocraﬁweC or moillarized mrterials, sclf-relertiop
chillren of tasks or activities, use cf learninr certer- rore larcuace
evrerience or indivi:siual srour ‘ictacted storiesn.

There is also mcre errhasis on creativity: a child's nee. te eyvrlare
nie worlé ani the world of lancuare without the 3 ition cof adult standards.
This is shown ir the werk Iin writine crories and roems, in roverent and
improvised draratics, in finrer nievr arsd storvteilins,

- :

Cupcested Feadings:

r

Turrcws, Aivira 7., Jlenne [. !cnson § 1 €. Stauffer, New torizons 1n
the Lanpuapse Arts. lNew Vor¥: UYarnmer £ Pow, 19/2,

Carlson, Puth Kearnev. Iiterature for Childrer: Tnrichrent Idear. DMubunue,
Icwa: Ur. C. Prown Zompan'- Putlishers, 1670,

cvertts, Eldonna [.. ed. Exploraticns in Childrer’s Yriting. !rhana, T11l.:
NCTL, 1870,

Lane, 5. ¥. and . ¥ern. Ap fArproach to Creative “ritine in the Prirarv School.
Londor, Eneland: Rlackie, 1967.

feavitt, ¥art Dav and Davic A. “chn. “to “rite! “ew “ort: Pantam

Pathfinder, 1962.

o]
Lo
)
Q
w
~
X
]
oY

!N

¥McIntvre, NRarbara Y. Creative Drama in the ELlementarv Gchool. 1Itasca, Illinois:

F.T. Peacock Publishers, Inc.. 174,

Yoffett, Jares. A Student-Centered Lanefuase Arts Curricuium, Crades V-6: A
Handbook for Teachers. Roston: Foughtor ¥ifflin fo., 1768, (revised 1972)

Smith. James A. Creative Teaching of the Lanruare Arts 1D the Flementarv School.
Boston: Allvn and Eacon, 19€7.
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?3. TRENDS I TOF TLACUING OF ENGLICH IN THEF “IDDLL frAnLc
Presenters: Jchn T, Jlﬁkinson fwinnett Countv Schools
]
fane Pavre, Clarke Countv Schocle

cohn Cickinsorn discussed the roals of the “iddle Cchool. e said that
these poals must he realistic in terms of students' lives ard teachers' lives;
that teachers must set ocals or the Foais will be set for ther: that teachers
Tust ast "Yhv are we teachins what we are teachine?": that teaclers siaulé
et students heln set coals. te conclure ! that teachers o' anicd spma <hp

s s

ratural characterictice of “iga: e Tchcol students -~ "Cray in Datrawp.’

Jane Pavne discussed groun orrarization for learriner. ~he orranizaticn
is M<‘e' cn proun evelonrent and nakos use of reer evaluation. Activities
include lnarn-nw centers<, iibhrary aassiepmen 'ts, readinT (<et ur hv levels).
social studies and 1anaua0° arts (ro*eroponenUﬁ) frouns.  Tre assiecnrments
recuire eroup coorecraticn. Croun work usuallvr follows direct teachine.

Sureester Peadings:

Ahercro~tie, . L. Aims aﬁd Techniagues o‘ “roup Teactineg. londer: 1277,
ki

Tartner, Alan, “arv Xchler ané FTrank Piessman. Chilcérer Teact (r~iléren.
ew VYork: Farper £ Pow, 1C71.

. Schools ¥ithout Failure. ‘lew Vork: Varner & Row, l0£a,
]

Yason, Fdwin. Collaborative Learrinr. londen: Vard Leov Flucational, 1672.

Yoffett, lJames. A tucdent-Centered
Yew York: Fouegrton Mifflin, 1

.anrfuase Arts Curriculur, Crades K-13.
7

I

Cverlv, Dorald E., et al. Humanizing Fducation throush the “iddle School.
Yorthington, "hio: Charles A. .Jones, 1672.

Fogers, Carl. Freedom to Learn. folurbus. Ohic: 0Ohio Imiversity Press, 16fa,

Starford, Cene and £lbert E. Poarv. iuman Interactior ir fducation. Peston:
Allvn and Racon, 197,

Stanleton, Peter T. '"Make-It-VYourself Txams for Do-It-Yourself Fnplish.'
Erglish Journal, €2. 2 (Februarv 1973), pn. 275-277.

Torrance, Paul and ®.F. Mvers. ‘reative l.earnirg ard Teact.ing. Yew Vork: nNoki
¥ead and Co., 1972.
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24, TRFNDS IN TiT TPACKINC OF ENQLISP I THE UPPFPR GPADFS

Presenters: Jean “iller. Clarle Countv Schools
Hancy Hoeu tal'nr, Butts Countv Schools
Jamres i, Slem » Visitiny Professor, !niversitv of Ceorpia

Jean ''iller ciscussed the evolution of the Tarlish Curriculum from a
tra@iticnaic toac“er oriapteds 1hnroach to the presert stucdent-centered
" Sts name imclies, a stucent-centered curriculum makes the
sTwere tre 'eenter of a.srraction’ anc tre teacher becores, not onlv an
instructon Put a ruisle and resource person as well. Activities within such
a curriculur are desirned to enhance 'cdiscoverv of self' throush doing as
well as listenine, and to rale the process of learning as erniovable as nossi-
Ple. A humanistic aroroach to the *teaching of Tnelish is evicdent in the
curriculur structures, content, activities, and methods of Tnelish.

IR TRPLY Ghat

.

Prawing upen Fer owr teaching experi erce, Lancy Foushtaling descrihed
specific classroor nrocedures that coul: be used ir teaching literature. SChe
stressecd the neel to erta-lish realistic scals and to adapt materials and
tectnicues to the roadn and conabllities of individual stucdents

hEt L. Literature Ttudv in the P'igh Scrools. MNew York: Helt,
< and Winston, 1970.

. flassroer Practices in thre
llinois: 77T, 1270.

Fapan, Fdward R. and Tean Vandell
i'nelish 197C-71, [Urbana, 1

Fowler. Marv F. Teaching Language, Composition ancé Lite rature. Yew VYork:
¥clraw-%ill Pook Co., 1965,

futh, ¥ans P. Frplish for a llew Generaticn. Yew Yerk: YoCraw-Fil) Co., 1973.

»e

Hinple, "heorlore .. ichine Tnrlish in the Secondarv Schools. *ew York

Tea
“ac''illarn Co., 1973.

Judy, “tephen N. Txnlorations i: the Teackine of Fnelish: Source "ool for

I

-¥perivertal Teackine., lew Yort: Todd, “eac an” To., 1974,
. ed., lLecture flternativen in Teackine Tnclis frn frnor,
YichipFan: Carpus Publishers, 1971,

Lo>an, “alter, “arv ®van and Tames 5cuire. Teachine Lansuare and Literature,
lew York: Harcourt Brace and World, 10969,

Purves, Alan C., How Porcunines Male Love. Lexinpton, Macsachusetts: “Vernx
Tollere Pubiishine Co., 1072,

‘..

“ice TFrark ™, fInglish and Its Teachins. Linecoln,
Fducators Pybiication. ira., 1972,

ar

chrasta: Profesciona

“human, 2. reird, ed. Creative Apnroachkes tr the Teachine nf "nplish,  Ttacca,
Illinois: F.L. Peagcoct Publishers, 197u,
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Sledd:

After thirty five vears of teachins (mainlv kappv and mainiv vasted), I'm cuite

sure that vher I look for present trends T see only the shtacdows of rv owr

ristakes: and I would never have consertec to inflict myself upon vou if my

hosts at Ceorria had not heen so Kinc¢, thic summer, that it would be rude to

sav no to anvtring thev ask. Thev asked mo to talk -- for no lenrer (‘tan

twentv minutes. I ar, therefore, cutv bound to erit aneech of tre rrescriben

duration, but iustead of “Present Trends"” mv title chould te nrobahly "Pratfalls
Revisited." .

fv some stranre lirkase, the imare of the pratfall evokes ir rmv mind the

irare of the trirod -- the old trinod of lanruare. literature, and comrosition
on which our crofession sits enthroned (or lies imnaled). tUhen T emerced from
oracduate school, the evarsels of structural lincuistics were winning treir
first nurerous converts among the heathen recacrorues: ard I shortlv joined
them in assuming the rissionarv stance. Our sriritual progenv, for a time,
were numerous, anc I am not persualed that we ¢id more karm than our a»rrox:-
mate contemporarv, the Senate's super natriot .Toe McCarthv, whose owr sins,
were thev enacted on the nresent stace, would seem little more than ariable
eccentricitv: but our posrel was like the seed that sprane ur auicklv, vet
havine rc root, soon withered ir the sun. Cnlv Paul Pcberts prefitarly

valked the water frorm traditional to structural to transforrational srammar:
and (if I mav sav so with no disresrect for the merorv of a gifted man) Paul
Poberts was lucky that he did not have to male the further nassare fror
Svntactic Structures to Aspects of the Theorv of Svntax and thence to cenera-
tive semantics and case srammar and the rullulating theories of tke voune
lincuists of todav, the cleverest generation, intellectnallv, in the Yigtory
of linpuistics -- and tne lzast likelv to fav nne word that will ke useful to
hich schocl teachers. ‘v guess is that if Poberts had survived his fall in
his Porman bathtud, “e would bv this +ime have “ore two hooks on social cdialecte
and would be hard at work on women's laneuace.

Traditional nhilolosv, structural linpuistics, generative prarmar of various
kinds, renerative semantics, ard now the hot rick dubious “ell-troth that the
sociolinguists are serving up -- the activitv has been irmernse, but the ecains
for hish school teachers bv no means comrensurate. The chief accorplishment
of the structural linpuists was to discrecit the tracditional erammarians,

whose work, it should be notec. provides the frame for the tracitional histories .
-- the onlv real histories -- of the Fnglish laneuare ané also for our nelish
dictionaries. fenerative sramrar in its turn has Lbeen debased bv such apnli-
cations of it as transformational sentence-corbining, and sociolirsuistics .

has riven us tidialectalism, a device for makino hlack folks talk like white
folks so that they can join the whites in promoting inflation, denletion,
pollution, anc¢ the exnloitation of the urcevelored countries by more subtle
forms of slaverv. The historv of applied Fnplish linpuisties in rv dav can
onlv be called inglorious.

Vet 7 persist, like ranv others, in trving to teact such linpuisties as T }now
to new teachers everv vear. If I should “e reauireé to juctifyv the expenditure
of the tax-raving Texan's morev in this enter~rire, 7 weould privately rermark
that it allows re to Feep hees hesice the Tedernales: tut A nublic Sustificatier
could rardlv be so serurulous. I suppose I mirbt sav that new teachters sthould
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learn something serious about the nature of lanpuapge and its place in human
life. Good approaches to those central questions might be the study of the
nature, history, and social functions of standard languages ‘n reneral arc
the particular historv of the rise of Fnglish to its present status as the
most pepular language in the world; but no approach will be successful if it
weaklv avoids the technicalities of grammatical theorv. Since with a few
exceptions most of the fashionable applications of linguistics strike me as
either dubious or trifling, I would hope that mv students in their turn would
not bother too much about them but instead would give their students some
understanding of what it means to speak and to speak sore dialect, standard
or nonstandard, of late twentieth centurv Fnglish.

To turn from the linguistic leg of our iripod to composition is to turn frem
general confusion to utter chaos, from neurosis to dementia. Of the last two
composition courses which T directed or devised, one was based on classical
rhetoric and the other, with the label "Literature and Composition," on a
vulparization of Aristotle's Poetics. Very probablv neither experiment proves
anvthing more than mv age -- and the fact that the first, best vears of mv
professional life were spent in the old Collepe of the University of Chicago.
The chief conviction which those and other experiments have fixed in mv mind
is that nobodv can teach anvbodv to write but that some neople can help others
to learn if thev want to learn.

The sources of that strange desire are multifarious, and largely bevond our
control: requirements for admission to colleges, refusals hv girls to go to
bed with bovs, the narcissistic love of one's own maunderings, the pure love
of shared inquiry, the itch for upward mobility, the necessitv of forminsg a
self or selves, and God only knows what else. I am pretty skeptical of the
efficacv of exhortation to get motivated. Most talk about findire a personal
voice simple encourages the public searching of souls where there's nothing to
search for; and since Fnglish classes are further removed from reality than
anything I know except Richard Nixon's protestations of innocence, I don't
think we'll ever have many students whom we can really help to write. Nothing
much would be lost, except our jobs, if separate, required courses in composi-
tion were just abandoned.

Yet there will always be some students, ours or not, who do need and want to
learn, and I hope there will always be some teachers who can help them. A
grammar may be useful in this effort because without one, nobody can talk to
a student about the linguistic surface of his writing: but to make grammar

or grammatical exercises central is stultifying. If I should ever finish the
book for workaday writers which I claim to be composing, the whole truth
about composition will be revezaled. Meanwhile, I will simply urge the impor-
tance of one concpet -- the concept of controlled inference. A workaday
writer is trying to tell somebody something, but because he can tell onlv a
little bit of what he wants to tell, he must go choose and arrange and utter
that one bit that his reader will tell himself the rest. The workadav writer's
work is getting his reader to work with him. You will understand what I mean
if you ask yourself what a well-turned literarv allusion used to do, or hew

a sardonic wisecrack can destroy both its object and its suicidal maker, or
what you know of Auden and his view of Housman when he says that Housman "keot
tears like dirtv postcards in a drawer."
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With that quotation I arrive at literature, thougsh the fear of uncontrolled
inference restrains me from continuing the metaphor of the tripod. In sneaking
on this subject -- because I'm a long wav from home and have so small an audience
-- I will do the unforgivable and express some feelings (thevy are too wishv-
washy to dSe called ideas) which flow from my own life, are auite nossible

rhonv even so, and almost certainly will provoke an embarrassed silence. low-
ever:

For five hundred years, white Luropeans have exrloited the other races of the
earth. Our craving for more thines -- for upward mobhilitv, a continuously
rising standard of livine, a erosser national rroduct -- that lunatic craving
cormpels us to rob and bully and enslave less nowerful nations: and vet our
craving is itself a form of slaverv, an addiction, because it can never be
satisfiec. The crowds of people who hustle back and forth on Atlanta's free-
wavs, like their counterparts everywhere else, detest their wav of life but

are afraid to change it; and their childrer, our students, are more and more
disoriented and despairing. HNobody who has crildren has missed secing that
despair. Anvone with the guts to look can see it among students here in Athens,
this summer -- young people who know how crazv the werld is, who feel themselves
driven to conform to its craziness, vet who want desperately to find that good
universe next door where they can kelieve in what thev are ard what trev do.

It would be preposterous, of course, to suggest that literature can cure these
ills, just as it would be grotesque to pretend that a teacher's life-forces
are inexhaustible; yet mv own needs, if nothing else, drive me to look for
wavs to keep my balance, for purposes that will male me set up in the morning
now that the blind urpency of life has weakened, for some antidote 3rFainst

the poison of preferring death. At the risk of gross absurditv, I suprest that
maybe, for sume few students and few teachers, rood books -- and particularlv
sood fiction and pood poetry -- can be part of a survival kit. Instead of
adding bars to their prison by changing their language to make them upwardlv
mobile, we mipght give some of our studnets a hacksaw and a file -- i.e., the
hirsh pleasure of intellipgent reading.

I'm not supresting the soulful oratory of teachers who lile to be called
"exciting" as they babble abcut books. At least before streaking made nudity dull
too, excitement could be produced in less damaging wavs. Just as I think a

man finds his voice in writing, not by looking for it, but by doing the job

which brings him to his tvpewriter, so I think a man can draw strength from

his reading onlv if he learns how to read well. That means hard work, close
analysis, and every other practice -- if necessary, even critical theorizing --
which promotes understanding without murdering pleasure. Teachers will still

have to teach, not vaporize, if thev see literature as one means to survival.

So I conclude with a struldbrug's reminiscence. In Decatur Figh Schiool in

the closing 20's, our English textbooks were called Literature and Life. Just
forty-five years after entering Miss Mary Lou Culver's freshman class, I shame
myself hy suggesting that a better title would chanse and to for. Almost none

of myv adolescent convictions has survived. Like most of my classmates, I suppose,
I chieflv regret my cowardice and docility: we didn't do enough of the things
that we were told were wrong. Yet somehow we depression babies, the infants

of World War I and the adults of World War II, were slow to learn the distaste

for life, for living, which is evervywhere under the deceptive surface of our
children's days. Maybe if we English teachers of all ases would live more
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ves, jult worrying s> nuch about conformity, respond more generously
O the rowdy, randy folks wiicse DOOR3 we rirst neuter and then embalm

n our cours=2s in literature, ma <¢noour rourses would help an occa-

i 1 lost soul to abhior tne aeally sin of loving what is deadly. Of

n rrent trend to sucn romantic sease -- it taat is what it is --
neartily approve. Yorse tnan a pratfall in never getting orf It.
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rlas gave a talk concerning what tne teaching of English
of colliege cuvnt to Le. Her emphasis was on tne e

ev
"_eading each student to nis maximal poten-

1 tne sense of
ssion of nis iceas . .
tiickman gave an account of tue ¥reshman Lnglish program at

o!
unior College. Her main tnrust we~ toward how to make the
- .

students unu2rstand the real nature of tne structure of the 500 wori-theme.
sne presented some slides to show now sne accomplishes tais.

Finally, Donal: Barnett explaine! tne procedure used in teacning the
fresnman to write at tn- Unlversity of Georgia.

Auaience reaction .1as spirited and evoked many thoughtful gquestions
and comments. Again and again, one idea was emphasized: the need to make
otner members of tne Znglish department recognize their responsibility to
nelp stucents continue tnat development of communication skills.
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SOmALOIY ashed e yesterday morning, "How can you possiply aseess
2 conrerence that containg sevaaty-iive sessions?" And [ must say that
tnat is @ guestion tnat nas vemained witn me the past two Jdays. Add to
Tnat tae fact that taerc are tnree nundred people in attendance here,
U means taat there are 300 Jifferent ana equally valia views of what
145 veen at toe

onference. So I am goling to take Ramon Veal literally
m assignment," and not talk about the

like to tell you a couple of storlies

1
In UIrst teox place aboubt tiree years ago when Stephen was to

ree
JeArs L are. It wWas a wvarm summer evening afior supper, and he was
stancing on tre Lalooiy of our apartment. e unat his elbows up on tne
railing ane was staring off into the sunset. My wife and 1 were inside

s
ee. 5ne wac 2 .oit concerned with tne possipility of pal
ng,and sne called out to him,"Stephen, are you chewlng
thought about tnat for a minute, and then turned
No, T'm wondering on it." That struck me as a very axCLtlng
2 it was creative; it was original metapheor; it was
ve in communicating (and it alsc occurred t» me later that
.arammav*val) BuUl tnat use ot langfudge by a taree-year-
lde me witu a very usefui metaphor; for the ways In
use language -- not only as prescnoolers put also
ts -- 1s through a process of wondering witn language, exploring
1 1t cut on the fringe of grammaticality as our oxperiences
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is six years old and uls patterns of wondering nave
is itanguage 'wonders'" in different ways. Thils week
taat his pattern of response to some of uis bonks is
his favorites -- and one of mine, T must confess -- is
f I Ran tn~ Jircus, tiae story of a boy named MeOurkus wno
pe lixe If ne2 ran a circus in the empty vacant lot
al Store. In typical Seuss fashion lciurkus fau-
e clinax: "At tae top of the tent, look, the
daredevil Sneelock, the world's greatest type/comes
tarough tne air oy taree Subrian snipe/ani a dingus contrapticn
d to his plpe/“aile people below bite their nails off in frignt/
neelock soars up to a t=rrible neight." This was always the nigh
tne book for Stﬂphwn- ne would just stare in enchantment at the
picture of Snealock, soaring up, pulled by the snipe. This past week
wnen we reached that sectxop, he mustered all the rational cynicism a
six-year-old can, and sald to my wife, "Mom, you know threc birds really
couisn't pull a man up that niznh." It was interesting for several reasons.
First of all, as my wife and I discussed it, It was sad to see tnat stage
Ta
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disappear. (I suspect Santa Claus is going to e the next victim of his
six-year-old ratiocnalism.) But it also occurred to me that there is no
less celipht for Stepnen in reading Ur. seuss at this point (which I enjoy
O
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because it means we can continue to read the pooks from time to time).
Within the past six months Stepnen has reached a point wnere he is
interested In knowiny how tnings tick: e likes to know how things
work; he likes to take tnings apart; ne collects tnings (we are being
inunuatea at the moment with treasures he finds, bottle caps, paper
clips, anytning tnat he can carry in his pockets he brings home). We
now go through Seuss not simply gazing in awe and wonder at the circus
tnat dcGurkus is building, but talking apout the various contraptions --
tne "dingus contraptions" -- tnat Seuss has invented for us. In short,
there is no less wonder in what le is doing; it's just a different kind
of wonder, and it's the kind of wonder tpnat is expanding as he matures.

Last year Stephen went to scnool for the first time, quite excited
about the whole thing. We were the ones biting our nails off in fear
and anticipation. He nad had a very successful preschool experience

d was looking forward to school; we were wondering just how we would

cope with it, wondering specifically what would happen when he met his
tirst teacher. Would ne get a good teacher? Would it be a teacner who
would puild on the kinds of tnings that he was doing, was interested
in, and so on? (I think as an education professor I have always worried
about what I'd do tne first time I ran into a teacher who was doing
tainzs I found reprehensible? Do I storm in and tclk to the principal?
Do I flasa him my Ph.D. aiploma? Or, more sensibly, does one just stand
back and hope for the pest?) Fortunately, Stephen ran into a teacher
who did all *he kinds of things we were eager to have happen. She iiked
to read to the kids; she likea to get tne kids to tell stories; she took
dictation and at least once a week Stephen came home with a small booklet
or a story that ne had written and illustrated. So at tne end of the
tirst year in school, his language power had increased enormously; he was
getting into the beginning stages of reading; he liked to write.

As I tried to suggest yesterday, I {eel the odds are that within
tne next twelve years Stephen will encounter a good many more people
lixe his first-year back. So my wife and I are, if not entirely resieved,
at least moderately confident that he will continue to grow, continue
to possess that sense of wonder about language.

To draw an analogy, it seems to me tnat the teaching art is in
fact very mucn like that process of wondering that people go through
when they grow in tneir use of language. For teaching very clearly is
an art, not a science. There are no set rules; there are no set methods;
there is a great deal of exploration and wondering and testing tnat
must gc on in the process. This Is also sometning that isn't always
as pleasurable for us as it is for the kids, because experimental teaching
and teaching that involves a lot of wondering and exploration is not
always comfortaple; the fear of failure is always there, and it is more
likely and more eviaent wnen one is doing experimental teaching than
when one is pursuing the traditional curriculum, studying grammar, and
so on.

Lawrence Ferlinghetti has talked of wondering as well, and I would
like to read from a poem of his called "I Am Waiting." It is one of
my favorites.

. . . I am waiting

to get some intimations

of immortality

by recollecting my early childhood
and I am waiting
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- Having xeynote speaxer avallaple for personal conferences
- Jlassroon teachers :s presenters
- resenters pre-planned for conference ratner than "just be there"
- Conference cn Thursday anc Fricay instead of Saturday
- Variety of poople ag-en,-nh lun:noon (;ncludina rresenters), more LOOK
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nued emphasis on media in tne classroom

stration anc¢ participation sessions
format
assroom teachers as presenters; use students

xfire session
- Some programs with two sessions so w2 can study an area in deptn
- Time for sna"115 with counterparts; for instance, sessions for teachers
wno teach Humanlities

- Reading sesslons, language sessions
- Two full days for conference
- Format excellent (groups, teacher presenters)
- Sharing practical and tangible methods of classroom procedurr
- Present format, duplication of group sessions
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WHAT ASPECTS OF Tnl CONFZRENCL WOULD YOU SURGEST CHANGING IN FUTURE CONFERENCES?
Conferees suggested:

- Have group leacers limit "iInput" to allow members of group more time
to discuss

- Group ieaders need a chance to me2t pefore group meetings to prevent
overlapping

- More »rganization among presenters before presentations

- More gemonstrations and less theorizing
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- Time limit for tne presenters to enable more discussion
- Less concentration on trends in Georgila and more emphasis of national

trends

- Increase time bpetween afternoon and evening sessions
- More participation by t
- A "curriculum smorgasvord" -- swapping units or curriculum for elective

nose who deal directly with the problems

ccurs=s, etc.

- ¥ore time, begin on Thursday morning about 10
- Have panquet Thursday night -- forces acquaintance which no other situation

does

- Workshop centers that can caange topics/speakers: teachers can attend

to exchange ideas

- Meuaia workshop session would be much better than lecture

- Limit presenter to 2 per session

- During tne year, poll teacners about problem areas

- Narrow scope of grades covered so that interests are similar

- More audience participation; more demonstrations; more practical sug-

cestions; some teachers have ideas they want to communicate but no
one has the time to listen

- Jescripe content .ore
- Titie often not clear enough for choosing

- Hore time to attend group meetings
- Have more people involved in planning the programs
- More informaticn on small group sessious with pre-registration data

ADDITIONAL REACTIONS

Conferees commented:

- There needs to pe a time at the end for wrap up and answering questions

- Yore audio-visual equipment available

- More space for seminar presentations

- Include iaformation about program participants in the written programs

- Why was so much time and money spent on the 0old and revised state curri-
culum guide and no reference was made to it except in one small session?
Is it our guide or not?

- Good preparations on part of presenters in effort to make presentation
meaningful

- Allow more time for audience participation and discussjon

- Tnis conference provides a great opportunity for Georgia teachers of
Englisn. Thanks for all your efforts in our behalf!

- Provide opportunity for individuals to confer with the "Specialists"

- The ccnference should involve more of participants

- Have display area for teachers to bring their ideas and projects that
have succeeded to be shared, possible giving nandouts
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TENTATIVE PLANS FOR 1975 SUMMER CONFERENCE

Tnursday, July 24

10:00 - 11:30 Opening General Session
11:30 - 1:30 Book exhibits, Lunch on your own,
Meeting of program participants
1:30 - 2:15 Major sessions:
A. Reading, Literature, and the Language Arts
B. Communication Skills
C. Dramatic Aciivities
D. Composition
E. Student-Centered Teaching
2:15 - 3:15 Discussion groups 1 - 12
3:15 - 4:00 Refresnment break
4:00 - 5:00 Discussion groups 1 - 12 (Repeat)
5:00 - 8:00 Dinner on your own
8:00 - 10:00 Choice of activities

Film Fectival

Pop Culture and the Teaching of English
The Georgia Design and Quarter Programs
ETV and the English Language Arts

Friday, July 25
9.

:00 - 12:00 Book exhibits
9:00 - 10:00 Discussion groups 13 - 24
10:00 - 12:00 "Bring and Brag" (Teaching displays)
10:00 - 11:00 Discussion groups 13 - 18 (Repeat)
11:00 - 12:00 Discussion groups 19 - 24 (Repeat)
12:30 - 2:00 Luncheon

Each of the major strands will nave its own 'keynote'" presenter.
The discussion groups that follow will grow out of the major sessions.
Thus, conferees will have time to pursue topics of interest in depth
through the repeat sessions, or they may move to a uifferent discussion
group. Tnere 1s also more time to visit book exhibits and interact witn
program participants and other conferees.

The "Bring and Brag" session Friday morning will give teachers an
opportunity to share their accomplisnhments with other teachers in a tan-
gible way. The field is open, and teachers who have materials, activities,
etc. to share should contact Dr. Hugh Agee gt the University about parti-
cipating in this phase of the program.

All levels of the English language arts -- elementary, middle school,
nigh school, post-high school -- will be included in the program scope.
More details on the discussion group topics will be available in a program
brochure to be distributed in May.

Dr. Hugh Agee, Program Chairman
125 Aderhold Hall

University of Georgia

Athens, Georgia 30602
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A Note from the Fresident of GOCTE, James . Brewbaker:

"Renewal" has been cnosen by NCTE for its unifying theme at the New
Orleans convention in November of '74. Nothirg, in my view, better cha-
racterizes what goes on at our statewide conferences than the notion of
renewal -- renewal of ideas, renewal of commitment and attitudes, renewal
of friendships among teachers from opposite corners of the state, renewal,
to be sure, of people who care about kids in English classrooms. Renewal
is what I come to these conferences for, and I have never left empty-
handed. That's why I keep coming back.

The cynic will break in at this point to say, "Yeah, but what about
your 'renewed' teacher in September? Will she really be a better teacher?
will the ideas gathered in Athens get to the xids?"

Of course she will! As a Columbus teacher said to me at the close
of the last conference, "Dammit! I haven't “een so charged up about
teaching for years. Just let me at those kids!' Almost protesting her
neightened commitment, this teacher forcefully expressed what I believe
is a common experience among conference participants, cynics notwithstanding.
As I tell teachers when I visit district GCTE meetings, "Just ask these
whe have peen. They know."

The conference, of course, is a najor undertaking sponsored jointly
by GCTE and the Language Education Departrent. Let me take this opportunity
to stress the importance of supporting the conference through active mem-
vership in the Georgia Council. Now - while the idea is fresh in mind --
take the time to renew a lapsed membership or to affiliate with GCTE for
the first time. An application is attached for your convenience.

GEORGIA COUNCIL OF TEACHERS OF ENGLISH MEMBERSHIP APPLICATION 1974-75

Please corplete all sections of the application. Please print.

Miss Sister
NAME Mr. Ms. Dr.

Mrs. DISTRICT
(circle one) Last First Initial
ADDRESS GRADES
_ TAUGHT
STREET OR BOX NUMBER HAME OF
SCHOOL SYSTEM
city state zip
TELEPHONE Are you a GAE member? ( ) yes; ( )no
NUMBER Are you an NCTE member? ( ) yes; ( ) no

Membership dues for the 1974-75 year in the Georgia Council of Teachers of
English are $5.00 or $9.00 for two years (through the summer of 1976).
Make check payable to GCTE and mail it to:

J. Alvin Railey IMPORTANT: WHEN JOINING THE GEORGIA
Membership Chairman, GCTE ASSOCIATION OF EDUCATORS, PLEASE CHECK
1941 Warm Springs Raod, 6-C "TEACHERS OF ENGLISH" IN THE APPROPRIATE
Columbus, Ga. 31904 SPACE.

69




